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Abstract 
The decline in educational quality is a worldwide phenomenon that has caused 
stakeholders to challenge the structure of current systems of centralized governance.	It is 
argued that decentralization of educational governance that would allow more autonomy 
and increased decision-making authority at the school level, which would ultimately 
result in improved educational quality.	Private language schools in Egypt should have a 
degree of autonomy to make decisions that would enable them to provide a higher quality 
education, within a regulatory framework that supports rather than hinders their progress.  
In reality, these schools are constrained by the central control of curricula, assessment, 
teachers, budgets, and decision-making, which are ultimately all the influential aspects 
that define the status of educational quality. The potential that private national schools 
have in terms of providing quality education, along with the prevalence of 
decentralization initiatives and the limited research done on private language schools in 
Egypt has sparked questions about how these schools operate under such a centralized 
context and how this context affects the quality of education provided there. Other 
questions were also raised to explore how much autonomy do stakeholders truly have, 
and whether or not there is a discrepancy between the policy discourse and the 
implementation of decentralization initiatives. The perceptions of 38 stakeholders from 
school principals, teachers, parents and officials from the Ministry of Education are 
demonstrated in this paper in an attempt to address the above questions. Qualitative data 
from semi-structured interviews was collected from four private language schools in 
Egypt. Results show that stakeholders appear frustrated with the lack of autonomy 
granted to them and view this matter as a hindrance to educational quality. Drawbacks 
associated with centralization such as bureaucracy, ineffective decision-making, and lack 
of accountability on teachers continue to manifest in private language schools, 
Stakeholders have indicated that the schools have the potential to assume further 
responsibility, autonomy and accountability, yet most influential decision-making still 
takes place at the highest central levels at the MOE. Further along, data analysis shows 
that there may be multiple impediments to the true implementation of decentralization. 
The fact remains that educational decentralization continues to be a debatable subject that 
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is challenging to conceptualize, and further research is required to establish its effects, or 
lack thereof, on educational quality. 
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Chapter 1 
Introduction 
The issue of educational governance and its relationship to quality has been 
continuously discussed over the years by policy makers, educators, managers of 
educational institutions, parents, and the community at large. With the upsurge of 
globalization, countries are aware now more than ever of the importance of improving the 
quality of education to create generations of productive educated citizens that are able to 
compete globally (Zajda, 2006).  This, accompanied with the reality of the decline of the 
quality of education in many parts of the world has caused stakeholders to challenge the 
structure of current systems of governance that are centralized in nature. This gave way 
to the rise of arguments advocating decentralization of educational governance that 
would allow more autonomy and increased decision-making authority at the school level, 
which would ultimately result in improved educational quality.  It is argued that a more 
decentralized system where decision-making is made at lower levels is more efficient 
because decision makers are closer to the real life issues and can therefore address 
matters more competently than distant governing bodies (Ornelas, 2004; as cited in 
Nasser-Ghodsi , 2006). Similarly, as a subunit of decentralization, privatization of 
educational institutions serves corresponding purposes of improving the quality and 
efficiency of the provision of education through opening up the market and creating 
incentives for competition, as well providing citizens with more variety in terms of 
choice (Zajda, 2006).  A study by Hanushek and Woessmann (2007) indicates that the 
quality of education is highly affected by three ‘institutional incentives’; school choice 
and competition, autonomy, and accountability (as cited in Osorio, Fasih & Patrinos, 
2009), all of which are elements strengthened by decentralized governance.  
The notion of decentralized governance does not in any way imply the absence of 
supervision over education nor does it disregard the importance of regulating the system.  
With decision-making in the hands of the local authority or the school, and accountability 
shifting away from the state to lower level decision makers (Bush 1994; as cited in 
Agasisti, Catalano, & Sibiano, 2012), it is integral to implement guidelines for operation. 
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Because decentralization and privatization on their own do not guarantee improved 
quality, centrally implemented systems of quality assurance and accountability are thus a 
necessity to support positive outcomes of decentralization (Gamal ElDin, 2016), and 
therefore consistently coexist with decentralized education systems. 
While decentralization is not a novice concept and has long been researched and 
explored, its rhetoric quite differs from the reality of its implementation. Despite its 
theoretical popularity in the educational discourse, centralized governance continues to 
dominate education systems across many countries in the world. In practice, central 
governments often challenge the efforts directed to shifting authority away from them, 
resulting in a contradictory system that publicly promotes decentralization but in reality 
resists it (Daun, 2006). In Egypt, the situation is similar to the one proposed above. Since 
the 1990’s, the Egyptian government has been working with international organizations 
such as the World Bank and USAID to trigger the decentralization of the education 
system (Nasser-Ghodsi , 2006), which is seen as tool for educational reform (El Baradei, 
2015). Ministerial Decrees by the Egyptian Ministry of Education (MOE) as well as 
publications such as the National Strategic Plan of 2007 also heavily advocate the 
movement towards decentralization of education in Egypt, with special attention to 
fortifying the role of the private sector and civil society (Ibrahim, 2010). By law, the 
government endorses educational and administrative decentralization within the MOE. In 
reality however, the system continues to be highly centralized, with strong resistance to 
adopting a more flexible model of decision-making (UNDP, 2004). Centralization does 
not only have implications on public schooling, which is completely under the 
jurisdiction of the MOE, but also on private schools that have been somewhat 
unsuccessful in obtaining their desired levels of autonomy, decision making, and quality 
because of the regulations imposed on them by the MOE. Despite the public stance of the 
MOE regarding decentralization, it does not appear that private schools are given the 
freedom to operate freely and up to their full potential. Instructional related issues such as 
curriculum content and assessment are centrally governed by the MOE (MOE, 2014). 
Additionally, according to the Ministerial Degree No. 420/2014, the MOE reserves the 
right to directly intervene in decisions relating to private school fees, school uniforms, 
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teachers’ qualifications and salaries. The strict regulations governing operations within 
private schools do not imply a decentralized approach to decision-making, which may in 
turn be affecting the quality of education provided.   
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Significance of the Study 
It is integral to examine the issue of educational governance and quality from the 
lens of private schools for several reasons. First, given the current popularity of 
decentralization initiatives nationally and internationally, it is useful to develop a 
thorough understanding of the incentives and prospective benefits and consequences 
associated with such initiatives, and to determine the policy implications that may 
develop as a result. Research on decentralization in the Egyptian context is available and 
has been used as a reference for the literature section of this study. However, while public 
schooling in Egypt has been extensively researched, private education is relatively less 
examined, which adds further weight to this study. 
Unfortunate as it may be, private schools currently hold more potential in terms of 
providing quality education to students than do public schools. There has been a 
significant increase in the number of private schools over the years indicating a demand 
for their presence in the market. Between 2011 and 2015, there has been a 21.8% increase 
in the number of private schools (MOE, 2015). Hence, private schools can be considered 
instrumental players in the field of education in Egypt, and it is therefore necessary to 
examine quality from their angle. 
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Statement of the Problem & Research Questions 
This paper intends to explore how the system of educational governance in Egypt 
affects the quality of education provided by private national language schools. In theory, 
private schools are supposed to have a certain degree of autonomy to make decisions that 
are in the best interest of enabling them to provide a higher quality education, within a 
regulatory framework that supports rather than hinders their progress.  In reality however, 
they are constrained by the MOE’s control of curricula, assessment, teachers, budgets, 
and decision-making, which are ultimately all the influential aspects that define the status 
of educational quality in any given setting.  Thus, this paper will attempt to answer the 
following questions: 
1. How do Egyptian private national schools operate under the highly centralized 
system imposed by the MOE? 
2. How much autonomy and decision-making power do stakeholders (school 
principals and teachers) of private national schools truly have?  
3. How does the centralized context under which private schools operate affect the 
quality of education provided there? 
4. What is the discrepancy between the policy discourse promoting decentralization 
and its implementation?  
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Literature Review 
Defining Educational Quality 
The concept of quality in education can reflect many connotations. Across 
literature, educational quality has been given different definitions depending on who is 
interpreting the concept, and also depending on the context in which the concept is being 
interpreted (Adams, 1993). Generally defined, quality can be perceived as the ability of 
the system to achieve the outcomes expected of it, mainly ‘cognitive knowledge’ and 
‘skills development’ (Randall, 2004; as cited in Chapman & Miric, 2009). Often, systems 
are regarded of ‘quality’ when students display advanced levels of learning (Chapman & 
Miric, 2009). While this definition of quality, and similar variations of it, is popular 
among educators, it only reflects one facet of the concept; namely achievement or output 
/ outcomes (Adams, 1993). Indeed, quality can be easily translated into quantifiable and 
measurable figures in the form of achievement data. Yet, various scholars have argued 
that there are several more elements other than outcomes that constitute educational 
quality. Barret, Chawla-Duggan, Lowe, Nikel & Upko (2006) have identified five 
elements that form a conceptual framework to define quality. Most prominent among 
these elements is effectiveness and efficiency. Effectiveness pertains to the 
abovementioned concept of outcomes, where the quality of an educational system is 
linked to the degree of achievement of set objectives. Efficiency on the other hand relates 
to inputs invested in the process of education, and the degree to which these inputs are 
utilized in achieving the desired outcomes (Barret, Chawla-Duggan, Lowe, Nikel & 
Upko, 2006). Said inputs manifest in the form of teacher qualifications, teaching 
methods, the curriculum, and teaching materials and aids (Adams, 1993). Thus, for 
purposes of this research, educational quality in this paper is describes not only 
successful outcomes, but also efficient inputs that contribute to higher student 
achievement. 
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Centralization of Educational Governance 
Generally defined, centralized governance is “the concentration of power at the 
top level of the organization” (El Baradei, 2015, p.2). If education in this context were 
regarded as an organization, the concentration of power in this case would lie entirely 
with the state or central authority. Nations that employ centralized educational 
governance are ones that place the state in full control of all decisions related to 
education including curricula, assessment, resources, planning, and budgeting (Zajda, 
2006). The general justification regarding centralized governance is that the state has the 
capacity to provide this service more efficiently and effectively (Oktay, 2006). In reality 
however, the situation is much more complex.  
Origins of formal education date back to the eighteenth and nineteenth centuries 
in Europe. Education became a structured field as countries realized its capacity for 
nation building and social mobility, and thus began to implement laws governing 
education (Klein & Shimoni-Hershkovitz, 2016). For the MENA region in specific, 
formal education began materializing after the end of the colonial era (Akkari, 2004; as 
cited in Chapman & Miric, 2009). As nations recognized the strong relationship between 
education and social objectives, the state took it upon itself to assume the role of 
providing and regulating education (Varghese, 2011). With the development of nations, 
the role of education was further emphasized as a tool for economic progression and 
labor enhancement (Kwong, 2000). Education was no longer a factor of mere personal or 
individual influence; it was now regarded as a public good as well as an economic and 
political investment (Kwong, 2000), both of which are factors that accentuated the need 
for the state’s involvement. From a human capital lens, education provides the basis for 
generating efficient labor. From a political perspective, regulated education allows for 
creating a population that makes rational decisions that support the country’s political 
ideologies and directives (Kwong, 2000). Furthermore, it is argued that centrally 
regulated education serves purposes of providing equal opportunities of education all, 
which in turn ensures that the social gap between the rich and poor is kept under control 
(Zajda, 2006; Oktay, 2013).  This is particularly evident in developing counties that face 
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various obstacles amongst which is education, and thus need to address several problems 
simultaneously. Oktay (2013) explains that by ensuring centralized governance, 
developing countries have a better chance of faster and more efficient development.  He 
defends this view by suggesting that the role of education in developing nations is too 
critical to be left to the public, who are likely to be inexperienced and not resourceful 
enough to independently operate such a complex task.  
Inversely, some rationales for centralization reflect slightly less positive 
connotations. With education being perceived by nations as a matter of national 
significance, it is suggested that governance is kept centralized for purposes of 
controlling the public.  This view implies that if the state does not fully regulate 
education in the way it deems appropriate, it will face the risk of losing control over the 
public opinion (Zajda, 2006). In highly centralized political systems, education is 
employed as a method to instill certain values and beliefs in people’s minds (Kwong, 
2000). Under this scenario, the state would typically create and apply an official 
curriculum along with textbooks and assessment methods that communicate the desired 
message to the public (Benavot & Resh, 2003). Correspondingly, any outside influence 
or unregulated forms of education are frowned upon because they pose the risk of 
exposing people to ideals that conflict with the ones promoted by the state.  
Although most educational systems have been recently undergoing adjustments to 
curtail extreme centralization, some continue to prominently portray examples of 
traditionally centralized systems. Even though there had been recent attempts to gradually 
reorganize its educational system, France continues to be a model of highly centralized 
governance. As all advocates of centralization proclaim, France had similarly attributed 
its intense centralization to the purpose of equality (Daun, 2006). Even recently with 
more decision-making being allegedly transferred from the state to local authorities and 
‘departments’, the author explains that said ‘departments’ were “ more like state antennas 
than bodies channeling the state policy to the grassroots” (Daun, 2006, p.83). In terms of 
instructional aspects, the state controls curricula, textbooks, finances, as well as teacher 
recruitment and training for public schools. All schools are also subject to firm inspection 
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and evaluation by the state. While private schools are allowed to operate, they fall under 
the jurisdiction of the state with regards to many aspects of their operation. The French 
state has been successful in closely ‘converging’ private schools with public ones so that 
they have become rather analogous in terms of the services delivered. Centralized control 
of education in France further extends to directing and limiting parents’ right to freely 
selecting a school due to the fact that parents are required to enroll their children in a 
school within their district area.  
As described in the following section, as arguments against centralized education 
systems began intensifying in the international scene, opposing ‘decentralized’ systems 
of education began being promoted as solutions for quality enhancement. 
Decentralization of Educational Governance 
 While centralized governance is not fundamentally a failure, it has been 
repeatedly proven that strict bureaucracy yields negative outcomes and can significantly 
hinder development (Geo-Jaja, 2006). Countries whose educational systems are 
unproductive, experiencing poor outcomes, or do not provide high quality education are 
often advised to pursue decentralization of educational governance as a possible solution 
(World Bank, 2000; as cited in Nasser-Ghodsi, 2006). Decentralization is defined as, “the 
process of re-assigning responsibility and corresponding decision-making authority for 
specific functions from higher to lower levels of government or from central government 
to periphery governments.” (Geo-Jaja, 2006, p.59). 
  The origins of decentralization as a policy could be traced back to the mid-1980’s 
and early 1990’s where globally influential events such as economic crises and the fall of 
the Soviet Union challenged the competence of state-administered systems (Varghese, 
2011). The state’s jurisdiction over social sectors that were influential to development 
was diminished as systems became more decentralized through time (Bray, 1996; 
McGinn &Welsh, 1999; as cited in Varghese, 2011). While decentralization as a policy 
materialized in the 1980’s (Kwan & Li, 2015), it has been referred to as early in time as 
the 1950’s by Sir Isaac Kandel who distinguished between centralized and decentralized 
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systems in the context of comparative education (Turner, 2006). Kandel, along with 
many other scholars, advocated decentralization based on the assumption that locally 
made decisions are likely to be more relevant to organizations than centrally-
administered ones. Arguably, the relationship between central governments and local 
communities is often diagnosed with ‘information asymmetry’ caused by the physical 
and cultural detachment between the two parties (Nasser-Ghodsi, 2006). Thus, decision-
making done at the local or school level is hypothetically better and should in turn aid in 
improving the quality of education; a benefit consistently identified as a main objective 
of decentralization (Hanson, 1997).  
Along with improved quality and more relevant decision making, other benefits of 
decentralization include enhanced economic development, improved management 
efficiency, reallocation of fiscal responsibility (Hanson, 1997), improved democracy 
(Ginsburg, Megahed, Elmeski, & Tanaka, 2010), as well as increasing the levels of 
school autonomy (Zajda, 2006) and increased community participation (Geo-jaja, 2006) 
Modes of decentralization can be classified into three broad categories that 
represent the spectrum of where decision-making authority resides. The first and simplest 
form of decentralization is ‘de-concentration’, the transfer of duties to other units within 
the organization (Hanson, 1997). This type of decentralization does not involve transfer 
of authority away from the central unit. It is merely a reallocation of tasks where the 
central authority establishes subunits such as district offices, and staffs them with its own 
people (Mukundan & Bray, 2006). On the other hand, the transfer of authority to make 
decisions from higher to lower levels within a hierarchy is referred to as ‘delegation’ 
(Hanson, 1997). While this form of decentralization denotes an added degree of freedom 
locally, the true power in reality still lies with the central authority that has purposefully 
chosen the local division to which it delegates (Mukundan & Bray, 2006), and also 
retains the right to withdraw this loaned authority at any point in time (Hanson, 1997). 
The most progressive of these modes of decentralization is ‘devolution’ where actual 
decision-making occurs at lower levels without the need to refer back to the central 
government before implementation (Ginsburg, Megahed, Elmeski, & Tanaka, 2010). 
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Under this arrangement, the central government only observes and provides limited input 
from afar (Mukundan & Bray, 2006). Additionally, several scholars (Hanson, 1997; 
Zajda, 2006; El Baradei, 2015) classify ‘privatization’ as a subcategory of devolution 
where financial and operational responsibilities are reassigned to a private entity rather 
than the public sector. Privatization is often pursued for purposes of ‘fiscal 
decentralization’ (Geo-Jaja, 2006). Though it is important to point out that scholars have 
argued that decentralization driven by purely fiscal motives may not necessarily yield the 
highest returns (Bray, 2007). 
While the aforementioned modes are the most common throughout literature, it is 
imperative to point out that in reality other forms of decentralization can exist due to the 
fact that the act of decentralizing a system of governance often occurs as a process; hence 
the “–ization” part of the term (Turner & Hulme, 1997; as cited in Ho, 2004). It is 
common to encounter systems that are in a ‘hybrid’ phase where they are neither fully 
centralized nor decentralized by definition, but they are in the process of being 
transformed (Bray, 1997; as cited in Ho, 2004). It is also often the case that it is 
improbable to find a system that is either ‘purely’ centralized or decentralized (Turner, 
2006). Rather, what is usually sought is a balance that works best in the given context 
(Zajda, 2006).  
The education system in Germany is an example of a successfully decentralized 
system. Daun (2006) explains that German federal states operate under ‘the principal of 
subsidiary’, which postulates that, “ ideally, decisions should not be made at a higher 
level than necessary” (p.86). He describes the German system as relatively well 
established, due to the fact that it has historically been employing a decentralized 
approach to governance. In 1949, local governments (otherwise known as Lander) in 
West Germany were granted authority over all educational matters. Later this model was 
implemented all over Germany. Under this system, schools are granted increased 
autonomy and community participation is encouraged. The role of the local community 
in this context is reinforced by the fact that it is responsible for a portion of educational 
funding. While the federal government is responsible for 5% of total educational 
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expenditure, the local government and the local community cover 35% and 15% of the 
funds, respectively.  
To avoid implying that decentralization is without flaw, it is important to note that 
some references in literature point to negative repercussions of decentralization. It is 
debated that decentralization occasionally results in an increase in social disparities 
among different regions of a country (Zajda, 2006). Those who oppose decentralization 
argue that the neoliberal ideals driving the notion are turning educational institutions into 
profit rather than social driven organizations (Zajda & Gamage, 2009). Moreover, it is 
unfortunately the case that the outcomes of decentralization initiatives are somewhat 
unpredictable because they are highly dependent on factors such as the motives of the 
state, its political commitment to the cause, and the initial degree of centralism within 
(Geo-Jaja, 2006). The degree of success of decentralization in improving quality is also 
difficult to measure ahead of time because of the exogenous variables that affect the 
quality of education (Geo-Jaja, 2006) 
Privatization in Education 
 In line with neoliberal paradigms, privatization of education is viewed as a 
‘market-based’ opportunity for reform (Zajda, 2006). As an extreme form of devolution, 
privatization of educational institutions refers to “the transfer of activities, assets and 
responsibilities from government/public institutions and organizations to private 
individuals and agencies” (Belfield & Lenvin, 2002, p.19). Neoliberal ideology opposes 
the state’s rigid regulation of social sectors, and views this control as an obstruction of 
the personal freedom of citizens (Majhanovich, 2009). It argues that private institutions 
operate more efficiently because they are not “burdened by the bureaucratic and 
administrative costs of public education” (Vallarelli, 1992, p.1); decision makers are not 
required to wait for decisions or instructions regarding daily matters from the central 
level. Another factor that paved the way for the rise of privatization was the increasing 
demand for quality education, coupled with the state’s inability to adequately fulfill this 
demand or fully finance the burden of supplying it (Belfield & Lenvin, 2002). Much of 
the ‘responsibilities’ referenced to in the definition of privatization refer to fiscal 
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responsibilities, thus rendering privatization an extremely effective method of fiscal 
decentralization by the government. 
In terms of policy, privatizing education is sought under the assumption that if 
individuals are allowed discretion over their educational choices, they will ultimately 
make more efficient decisions (Turner, 2009). Rhetorically, privatization has implications 
on the efficiency of the sector as a whole. Private organizations allow for an increase in 
the resources available for education, more effective use of these resources, as well as 
more flexible options for instruction. Furthermore, the presence of private institutions 
creates a competitive arena that forces all players to maintain a superior level of quality 
to sustain their presence in the market (Zajda & Gamage, 2009). International 
organizations such as the World Bank heavily advocate privatization on the basis of its 
potential to promote more educational opportunities and to expedite reaching the goals of 
initiatives such as Education For All and the Millennium Development Goals (Walford, 
2013).  
Similarly, as privatization provides enhanced freedom of choice, it also allows for 
school level accountability (Belfield & Lenvin, 2002). Schools are automatically held 
accountable for the quality of education they provide when parents have the choice to 
seek alternative schools if they are unsatisfied with the quality they are receiving. This 
puts schools in constant competition with others, and requires them to maintain the 
promised levels of quality. Thus, it can be inferred that privatization can promote quality 
and school level accountability. Moreover, in order to further ensure that private schools 
are not left completely unsupervised, systems of regulation have been implemented to 
ensure that these schools operate under a supervisory framework (Klein & Shimoni-
Hershkovitz, 2016). 
Historically, private education had emerged as religious groups established 
schools to provide instruction for their constituents (Vallarelli, 1992). Later on, private 
schools evolved to become run not only by religious groups, but also by business people 
aiming to establish for-profit schooling units (Belfield & Lenvin, 2002). For-profit 
education has raised many concerns with regards to equity of access. The belief is that 
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whereas fiscal decentralization unburdens the government in terms of expenditure, it 
simultaneously burdens individual consumers. Moreover, individuals who wish to send 
their children to private schools are in reality paying twice for their child’s education, 
once in school fees and another time through taxes that are allocated to public education 
(Vallarelli, 1992). This notion reflects that private education is intended for wealthier 
individuals who can afford to receive a better quality education, while underprivileged 
citizens are not granted the same opportunity, thus accentuating social disparities between 
the two groups (Masri, 2009).  
The argument against the effects of privatization with regards to social equality 
can only be considered valid if it is assumed that the price of private education is 
extremely high, and even unaffordable to many. While this may be true of some private 
schools, it is also the case that there are moderately to low-priced private schools that are 
within the spending capabilities of low-income classes. Low-fee private education is a 
trend prevalent in several countries, especially in developing nations and ones that have 
high poverty rates such as India, Nigeria, and Vietnam (Walford, 2011). Walford (2011) 
attests that the idea that private schools are perpetually elitist is in fact a misconception; 
for there are several other models of private schooling that are more affordable. In 
conjunction with this notion, Tooley (2013) extends this argument and contests that low-
fee private education does not negatively impact social cohesion. He goes further to 
suggest that the concept of absolute social justice is neither realistic nor mandatory to 
achieve (as cited Walford, 2013). Instead, he suggests that by allowing financially-abled 
individuals access to the quality education they can afford, this evades the manifestation 
of ‘severe injustice’ that may occur as an adverse effect of attempting perfect social 
justice (Tooley, 2013; as cited in Walford 2013). It is critical to point out; research on the 
perceived quality of education provided at low-fee private schools is still inconclusive 
(Dixon & Tooley, 2012). 
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School Management & Educational Quality 
 As stated earlier, educational quality is an elusive term to convey. In this research, 
educational quality is defined as the effectiveness and efficiency of and educational 
system, where effectiveness is the degree to which stated outcomes are achieved, and 
efficiency reflects the degree to which inputs such as teaching methods, curriculum, and 
teaching materials are well utilized and support effectiveness. Educational quality in 
schools is influenced by many factors. Scholars have categorized these elements into 
internal and external factors (Turner, 2006). Internal factors such as curricula and 
teaching techniques directly relate to the instructional process, and therefore have a 
distinct effect on quality. Likewise, while factors external to the classroom such as school 
administration and governance are more elusive to measure, they have been nonetheless 
proven to have an effect on the quality of education as well. Hanushek and Woessmann 
(2007) categorize the external factors that affect the learning process as ‘institutional 
incentives’ (as cited in Osorio, Fasih, & Patrinos, 2009). The authors suggest three 
institutional incentives or governance-related factors that influence quality; school choice 
and competition, school autonomy, and school accountability (Osorio, Fasih, & Patrinos, 
2009), all of which are elements strengthened by decentralized governance. They argue 
that choice and competition act as incentives for schools to improve their quality to be 
able to compete for students. Moreover, autonomy and accountability are interrelated and 
complementary, and are also viewed as incentives under the assumption that when 
schools make choices for which they will be rewarded or reprimanded, or in other words 
held accountable for, they will strive to produce a better quality education (Woessmann, 
2007), further proving the connection between decentralization and the quality of 
education.  
Autonomy & School-Based Management 
A popular form of decentralized school governance that is linked to improved 
autonomy, accountability, and quality is commonly labeled as School-Based 
Management (SBM). In literature, this term is used interchangeably with other phrases 
that describe autonomous schools such as ‘self-governing schools’, ‘school-based 
SCHOOL MANAGEMENT, EDUCATIONAL QUALITY & CENTRALIZED GOVERNANCE 
IN EGYPT	 	 23 
governance’ and ‘self-managing schools’ (Elmelegy, 2015). SBM is defined as a “formal 
alteration of government structures, as a form of decentralization that identifies the 
individual school as the primary unit of improvement and relies on the redistribution of 
decision-making authority as the primary means through which improvement might be 
stimulated and sustained” (Malen, Ogawa, and Kranz, 1991, p.1; as cited in Abu-Duhou, 
1999). It is argued that the objectives of SBM, which are increased autonomy, flexibility, 
efficiency and accountability, mirror those of profit and quality driven institutions and 
private corporations (Gamage & Zajda, 2009) and thus can be applicable to private and 
public schools aiming for quality improvement. 
A product of extensive research on school autonomy; SBM began emerging as a 
concept in the early 1990’s (Agasisti, Catalano, & Sibiano, 2012) based on the 
assumption that under a “centrally determined framework of goals, policies, curriculum, 
standards, and accountability”, autonomous schools that are given decision-making 
authority on important issues will produce better quality outcomes (Caldwell, 2005, p.1). 
Aligned with the concepts of decentralization and devolution, SBM promotes school-
level rather than central decision making to ensure more relevant choices and to hold 
schools accountable for these choices. School-level stakeholders involved in decision 
making are principals and teachers, and there is also often some degree of participation 
from parents and the community with regards to providing input on ways to improve 
schooling (Arcia, Mcdonald, Patrinos & Porta, 2011). Teacher autonomy in particular has 
been a continuously deliberated subject. Teacher autonomy describes the extent to which 
teachers are allowed to choose their own inputs throughout the instructional process 
(Heredia-Ortiz, 2007). This process is speculated to entail benefits to both teachers and 
students. Teacher autonomy plays a significant role in empowering and motivating 
teachers, allowing them to construct their own pedagogy and consequently strengthening 
their professional development, and also enabling them to make better informed 
instructional decisions (Parker, 2015). Similarly, teacher autonomy is said to reflect well 
on learner autonomy as well (Parker, 2015).  While teachers call for increased autonomy 
and research supports the benefits this process may produce, in many cases, teachers are 
not granted the autonomy they require. Parker (2015) eloquently describes the dilemma 
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of low teacher autonomy stating, “it is somewhat paradoxical that government initiatives, 
designed to raise standards, in reality make teaching less effective, as the related burden 
of bureaucratic tasks reduce time spent on more valuable activities” (p.25). He further 
extends that  
Hence, in many aspects contextually, the terms school-based management and 
decentralization can be considered synonymous (Abu-Duhou, 1999). SBM however adds 
on the theory of decentralization by postulating that the devolution will occur at the 
school level, and under a ‘centrally determined framework’ (Elmelegy, 2009). The 
existence of such framework serves purposes of ensuring accountability on the school 
level. By implementing benchmarks and monitoring performance, the central authority 
allows the school to carry out the management process independently and ensure quality 
sustainability (Abu-Duhou, 1999). This also indicates that the role of the central 
government is not fully diminished, but rather becomes restricted to determining the 
policies under which schools operate (Osorio, Fasih & Patrinos, 2009).  
Accountability and Implications on Quality  
 With less central control, there is always apprehension with regards to 
accountability and quality assurance. Quality assurance in education can be described as 
a systematic evaluation of educational programs to verify that they are up to standard 
(Shadreck & Hebert, 2013). Central governments and opponents of decentralized systems 
often fear that autonomous schools will act independently, disregard reporting progress to 
stakeholders, and thus fail to provide the promised quality (Elmelegy, 2009). The term 
accountability in education is multifaceted as it reflects several aspects. The main feature 
of accountability is evaluation of performance and ensuring it is up to the desired 
standard of quality (Agasisti, Catalano, & Sibiano, 2012). This is achieved by linking 
consequences to the level of performance of the school, and reporting performance to the 
overseeing body and the public (Arcia, Mcdonald, Patrinos & Porta, 2011). Thus, for 
purposes of liability and quality assurance, external systems of accountability are often 
implemented to set benchmarks and monitor performance of schools (Elmelegy, 2009), 
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balance national needs as well as the local objectives of the community (Klein & 
Shimoni-Hershkoviz, 2016) and hold schools accountable for the education they provide.  
Accountability measures can be implemented in different forms depending on the 
context. Most commonly, frameworks of accountability encompass curriculum guidelines 
and standards, nationwide standardized assessments, and publication of results of schools 
(De Grauwe, 2005). Autonomous schools are required to report progress, whether 
academic or administrative, with reference to the set standards to governing bodies as 
well as the community (Daun, 2009). Such accountability systems have also shifted the 
focus of education from being inputs-based to becoming output-oriented or results-based 
(Abu Duhou, 1999).  In a sense, it can be argued that accountability is the centralized 
portion within the decentralized system of SBM (Caldwell, 2005). This aligns with the 
aforementioned notion proposed by several scholars that systems are never fully 
centralized or decentralized, but rather aim to achieve an efficient balance that is tipped 
towards decentralization (Zajda, 2006; Turner, 2006).  
The discourse on school management and educational quality is an internationally 
popular debate, but has also been a controversial subject in Egypt. To examine Egypt’s 
current stance with regards to management and quality, below is a historic overview of 
the country’s system as well as events that have had a significant impact on its current 
condition. 
The Case of Egypt 
Historic Overview of Education in Egypt 
 The dynamics of education in modern-day Egypt have been shaped by various 
influences over the years. Egypt has been subjected to multiple stimuli that have 
collectively resulted in the structure and condition of its education system today. Dating 
back to the nineteenth century, Egypt’s centralized education of today continues to 
emulate the French bureaucratic model adopted by the Ottoman ruler Mohamed Ali 
(Ibrahim, 2010). Under the Ottoman rule, leaders were committed to cultivating a 
population of highly educated individuals who would reinforce the government and the 
military (Loveluck, 2012). The amplified need to modernize an education system that had 
been traditionally conventional and religious in nature resulted in the coexistence of two 
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distinctive types of schooling; the modern secular school and the religious schools 
managed by Al-Azhar (Faksh, 1980).  Unqualified teachers were recruited into secular 
schools, thus reinforcing the dissemination of traditional teaching methods in modern 
schooling (Ibrahim, 2010).  
The second stimulus that Egyptian education was subjected to was during the 
British occupation. The British restricted investment in education and were responsible 
for introducing policies such as fee payment and exit exams into the system (Loveluck, 
2012), further intensifying issues of accessibility to quality modern education (Ibrahim, 
2010). To offset the effects of the British on education, Abdel-Nasser’s administration 
introduced free education for all citizens in a successful attempt to improve access to 
education (Ginsburg & Megahed, 2008). While the notion in itself is noble, it was 
unfeasible for the system to infinitely sustain the massive expenditure rates and 
simultaneously maintain quality. This resulted in an inefficient system that could neither 
fulfill demand nor provide the desired levels of quality (Loveluck, 2012). Free education 
also reflected Nasser’s socialist ideals, which had further deep-rooted preexisting 
tendencies towards centralization of education governance (Ibrahim, 2010). 
 Just as Nasser attempted to redirect the system away from the British influence, 
Sadat worked to counterbalance the consequences of socialism introduced by Nasser 
through a capitalist ‘open-door’ policy (Ibrahim, 2010) bringing about yet another 
transformation to the system.  Under this scheme, Western aid was sought to remedy 
fiscal and technical deficiencies, which allowed foreign donors to shape much of the 
educational policy (Ibrahim, 2010). With the influence of international agencies, the 
MOE began directing its attention to issues in quality (Ginsburg & Megahed, 2008). The 
theme of governance reform through Western aid continued through Mubarak’s regime 
and is still prevalent today. Mubarak, and the MOE accordingly, had articulated and acted 
upon the importance of improving quality. During the 1990’s, a shift from a quantitative 
to qualitative emphasis occurred with the rise of the discourse of the World Conference 
on Education for All (Ginsburg & Megahed, 2008). Nonetheless, despite various efforts, 
the education system today continues to suffer from deficiencies in quality that may be 
very well attributed to the hierarchal and centralized policies implemented by the state 
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(George Eckert Institute, 2009; Nasser-Ghodsi, 2006). The following section describes 
the current structure of the Egyptian education system, and highlights several issues in 
quality that may be deterring the progress of the system. 
Structure of the Egyptian Education System 
 Egypt’s education system is classified as one of the largest in the MENA region 
(El Baradei & El Baradei, 2004) with over 19.2 million students enrolled in basic 
education. Pre-university education is divided into three stages; primary, preparatory and 
secondary where each of these stages extends to 6 years, 3 years, and 3 years of education 
respectively (UNESCO, 2012). These 12 years of schooling years make up compulsory 
basic education, at the end of which students are required to sit in for a central nationwide 
examination to receive their certificate (MOE, 2014). The system is comprised of two 
tracks, academic and vocational, starting at the preparatory stage (UNESCO, 2012).  
 In terms of administration, the structure of the education system in Egypt is one of 
strict hierarchy and centralization. The state’s role in regulating education is secured by 
the Law No. 139/19811, which governs pre-university education.  At the top of the chain 
of command lies the Ministry of Education (MOE) whose authority is vast, all 
encompassing, and secured by the constitution (Nasser-Ghodsi, 2006). Regionally, 
educational directorates report to the MOE and are responsible for carrying out the 
strategies that the MOE intends to implement across governorates (UNESCO, 2006; as 
cited in Ginsburg, Megahed, Elmeski, & Tanaka, 2010). At the local level, district offices 
that report to the directorates cover the operations of different geographical areas 
(Hammad & Norris, 2009).  The vast majority of input under this system originates 
directly from the MOE, which maintains all chief decision making on issues such as 
policy planning, curriculum development and evaluation, determining educational 
standards, technology development, financial and administrative matters, and human 
resources development (OECD, 2015).  The MOE undertakes these tasks through three 																																																								1	The Egyptian Law No. 139/1981 for pre-university education has been amended by: 
Law No. 233/1988; Law No. 2/1994; Law No. 160/1997; Law No. 23/1999; Law No. 
155/2007; Law No. 198/2008; Law No. 20/2012; Law No. 87/2012; Law No. 93/2012. 
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centers, the National Centre of Curricula Development, the National Centre for Education 
Research, and the National Centre for Examinations and Educational Evaluation (OECD, 
2015).  
 Centralized governance in the educational sector in particular reflects certain 
cultural underpinnings of the nation. Education has been long perceived by the state as 
the main instrument for development and social mobility. It is also considered the tool to 
providing “the minimum common limit of socialization and acculturation to guarantee 
national unity”(NCERD, 2001, p.8) to achieve effective social cohesion. Similarly, the 
government is committed to employing education in a way that would preserve the 
Egyptian culture and identity, while ensuring that it is still up to competitive global 
standards (MOE, 2014). Moreover, it has been often been communicated that education 
is a matter of ‘national security’; where the term was defined to encompass “the abilities, 
systems and procedures which guarantee the protection of a country from any predicted 
or unpredicted dangers that might threaten its... stability, standard of living, independence 
and decision-making autonomy” (MOE, 1992, p. 24; as cited in Ginsburg, Megahed, 
Elmeski & Tanaka, 2010). Education in this sense is seen as a multifaceted construct that 
would enable soldiers to master the necessary skills to operate technical weaponry during 
times of war, help place Egypt in an economically strong position globally, and allow 
students to critically think and thus protect them against extremist and terrorist ideology 
(Ginsburg, Megahed, Elmeski & Tanaka, 2010). Accordingly, the state justifies its 
control of education by assuming the responsibility of achieving these objectives.  
Issues in Quality  
 Ever since the era of Nasser’s regime, there had been a fixation on improving 
access to education, which had produced successful outcomes in terms of enrollment 
rates (NCERD, 2001), but had nonetheless resulted in system that emphasizes quantity 
over quality. A higher enrollment rate combined with a lack of availability of teachers 
has caused a rise in student density per classroom (Nasser-Ghodsi, 2006) and therefore a 
high student per teacher ratio. Furthermore, the issue of incompetent teachers remains a 
hindrance to achieving high quality education. Budget constraints have caused a lack of 
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sufficient compensation and training for teachers, ultimately reflecting on their levels of 
motivation and productivity (UNDP, 2010). The national curriculum as well has 
contributed to the low status of quality in education. While there have been continuous 
efforts to create a curriculum that is student-centered and up-to-date, curriculum content 
and assessment techniques continue to emphasize rote learning and memorization 
(Megahed, 2008) rather than critical thinking and skills acquisition.  Many of the subjects 
taught in schools are viewed as obsolete and irrelevant to the needs of the job market and 
the community (UNDP, 2010). The strict emphasis on regulations and examinations 
drives both students and teachers to concentrate their efforts according to the 
requirements imposed by the system instead of focusing on their actual teaching and 
learning needs (El Baradei & El Baradei, 2004). Similarly, such exam-oriented system 
has compelled students to seek private tutoring outside school to compensate for the lack 
of proper instruction they fail to receive inside schools (Megahed, 2008).  
 To tackle the aforementioned issues in quality, the MOE along with international 
agencies have determined that decentralization would allow for improvements in the 
system.  Most of the literature on the centralization of educational governance in Egypt 
attributes the deficiencies of the system to its centralized bureaucratic nature (Nasser-
Ghodsi, 2006; El Baradei, 2015; NCERD, 2015; MOE strategic plan 2007; UNDP, 
2004). Accordingly, since the 1990’s, the state had been undertaking several 
decentralization initiatives in an attempt to restructure the system.  
Decentralization Initiatives  
 Theoretically, efforts to decentralize the education sector have been in motion 
since the passing of the Local Administration Law in 1979 (Hammad & Norris, 2009). 
This law extended authority to governors to oversee all public activities within their 
governorates, including those related to the construction and administration of schools 
(UNESCO, 2006; as cited in Ginsburg, Megahed, Elmeski & Tanaka, 2010). A few years 
later, the issuance of the Law No. 139/1981 currently governing education had further 
emphasized the alleged authority granted to governors by making them responsible for 
the implementation and monitoring of the strategies set forth by the MOE, and managing 
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schools under their jurisdiction according to the National Education Plan and the allotted 
resources (UNESCO, 2006; as cited in Ginsburg, Megahed, Elmeski & Tanaka, 2010). 
Ideally, the authority granted to governorates, embodied in educational directorates and 
district offices, reflects a degree of decentralization through specifically outlining the 
separate roles of the MOE and the governorates separately (Hammad & Norris, 2009). 
However, this type of decentralization is in fact a form of de-concentration that limits the 
span of regional offices to merely implementing the plans of the Ministry, with no real 
decision-making authority (Sayed, 2000).  
 The involvement of international agencies has been a mobilizing factor in 
decentralization efforts. Since Mubarak’s initiative to seek foreign aid to support 
education, international organizations have been contributing to much of the 
decentralization policy discourse in Egypt. Agencies such as USAID and the World Bank 
had heavily advocated decentralization movements through ‘technical assistance projects’ 
and ‘evaluation studies’ (Ginsburg & Megahed, 2008). To further emphasize its 
importance, much of the ‘assistance’ provided by international agencies was contingent 
on the host country’s willingness and adherence to adopting decentralization policies 
(Sayed, 2000). Correspondingly, the decade of the years 1990 to 2000 had witnessed two 
World Conferences on Education for All, which had taken place in the years 1990 and 
2000 in Jomtein and Dakar, respectively. The first conference had addressed shared 
governance among other issues and had definite effects on Egypt’s stance on educational 
decentralization. The Dakar conference in 2000 had been even more influential in 
mobilizing decentralization as a reform initiative to achieve quality.  (Ginsburg, 
Megahed, Elmeski & Tanaka, 2010). Moreover, several publications by the World Bank, 
UNDP, and USAID had been extremely instrumental in compelling the MOE to adopt 
decentralization as a policy as well (El Baradei ,2015).  
In 2003, the MOE had published a document outlining the ‘National Standards of 
Education in Egypt’ (El Baradei & EL Baradei, 2004) further verifying the strong 
relationship between decentralization and quality. The issued standards covered five 
domains including, the effective and child friendly school, the educator, management 
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excellence, community participation, and curriculum and learning outcomes (El Baradei 
& El Baradei, 2004). The two standards on management excellence and community 
participation reflect a commitment to decentralization. Moreover, while the standards 
were centrally set by the ministry, the plan allowed schools the discretion of 
independently determining the strategies and processes they wish to implement to meet 
the standards (UNESCO, 2006), reflecting a degree of freedom granted to schools.  
The Education Reform Program implemented in 2004 by the ministry along with 
USAID is also among the significant decentralization endeavors that were carried out 
(USAID, 2010). The aim of this program was to massively decentralize the education 
system to promote quality, starting by the Alexandria Pilot project (USAID, 2010) and 
followed by several replicas along other governorates. The USAID’s schemes were 
mainly focused on fiscal decentralization and teacher training (OECD, 2015). 
Furthermore, much of the decentralization initiatives pursued by the MOE had been 
largely focused on community participation (El Baradei, 2004) as every decentralization 
initiative starting with the issuance of the Law No. 139/1981 has included a clause 
highlighting the significance of this factor (UNESCO, 2006). In 2005, the ministerial 
decree passed to allow for the establishment of Boards of Trustees in schools was 
considered a step forward towards increased community participation (El Baradei, 2015).  
Perhaps the most significant indication of the MOE’s commitment to promoting 
decentralization was the National Strategic Plan of 2007. The essence of the plan was to 
demolish the inefficiencies that plagued the system and in turn improve the quality of 
education (OECD, 2015). Most notably, this plan was unique in its unprecedented 
emphasis on decentralization as a tool of quality enhancement. The initial phase of 
drafting the plan was executed in a participatory manner where all levels of the MOE’s, 
members of faculties of education, members of the civil society, as well as international 
organizations were present for drafting (MOE, 2007). This in itself implies an inclination 
to less centralized decision-making. More importantly, the plan lists decentralization and 
school based management in specific as the “core program with which all other programs 
crosscut and complement. Through adopting School Based Reform, Egypt is shifting 
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from input driven development approach to comprehensive reform at the school level, 
which also supports the overall policy of decentralization” (MOE, 2007, p.19).  
The nation’s commitment to ensuring quality was also demonstrated with the 
establishment of the National Authority for Quality Assurance and Accreditation of 
Education (NAQAAE) in 2007, which became responsible for following up on school 
performance with regards to instructional procedures as well as institutional capacities, 
and determining whether or not the schools meet the minimum requirements for 
accreditation (UNDP, 2010). Furthermore, the establishment of The Professional 
Academy for Teachers (PAT) in 2008 was a positive step towards the accreditation, 
development, and empowerment of teachers (Abdou, 2016). 
All the above initiatives are displayed in chronological order in Figure 1 below. It 
is worthy to note that these initiatives do not necessarily apply to one type of Egyptian 
schools, but have rather targeted the system as a whole and have had an overarching 
impact accordingly. Despite such endeavors to decentralize the basic education system 
and concurrently achieve better quality education, the positive outcomes that are expected 
to accompany decentralization initiatives are elusive to pinpoint. This situation not only 
applies to public schools, but also applies to a varying degree to private language schools 
as well. 
Figure 1 – Timeline of Educational Decentralization Initiatives in Egypt 
 
1979	Local	Administration	Law	
1980	Education	Law	139/1981	
1990	EFA	Jomtein	
2000	EFA	Dakar	
2003	National	Education	Standards	
2004	Education	Reform	Program	
2005	BOT’s	
2007		National	Strategic	Plan	
2007	NAQAAE	
2008	The	Professional	Academy	for	Teachers	
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The Case of Private Schools in Egypt 
 Within the basic pre-university education system, alongside public schooling 
exists a parallel structure of private schooling. Besides deficiencies in quality, the 
education system suffers from budget constraints that do not allow it to yield high returns 
(UNDP, 2004). Having realized this fact, the state started advocating the establishment of 
private schools as a strategy to overcome the evident lack of resources (Sayed, 2000). 
There are currently two types of schools that provide basic education to citizens; public 
schools and private schools. Public schools are government-operated schools that are 
classified into Arabic schools, which teach the subjects of the national curriculum in 
Arabic and teach English as a foreign language starting at first primary, and Experimental 
language schools where most of the national curriculum is taught in English, along with 
an advanced English language curriculum (OECD, 2015). On the other hand, there are 
four types of private schools in Egypt; private Arabic schools, private language schools, 
private religious schools, and international schools (OECD, 2015). Private Arabic schools 
are similar to their public counterparts in terms of curriculum, but are expected to provide 
better resources and learning conditions to students. Private language schools also teach 
the official national curriculum in English, and often teach a second foreign language 
such as French or German. Such schools often provide better facilities and resources to 
students, but also charge higher tuition fees. Additionally, there are private religious 
schools such as Azhari (Islamic) schools and catholic schools. Finally, there are 
international schools, which do not follow the official national curriculum, but rather 
follow curricula of other countries such as the American, British, and German systems 
(OECD, 2015). This research in specific will focus on private language schools.  
As of the year 2014/2015, private schools make up 13.5% of the total number of 
schools in Egypt with a student enrollment rate of 9.48% of total student enrollment in all 
schools (MOE, 2015). As per Law No.139/1981 governing pre-university education, 
private schools are established for purpose of assisting in basic education in accordance 
to the set curricula and regulations of the equivalent public schools, expanding on foreign 
language instruction alongside the national curriculum, and teaching special curricula 
with the supervision of the MOE and the Supreme Council of pre-university education 
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(MOE, 1981).  
Privatization of basic education was promoted by the government among many 
decentralization strategies proposed for reforming the system (El Baradei, 2015). While 
the Law governing education states that the role of private schools is to ‘assist’ in basic 
education, it seems that the government mainly promoted privatization for fiscal reasons; 
aligning with concepts from the abovementioned literature on privatization in general. It 
has been recurrently mentioned in literature that the efforts to attract private investment 
in education have been made so that private sector would “share the financial 
responsibilities of education” with the government (UNESCO, 2006, p.23). The presence 
of the private sector is expected to alleviate the burden on state budgets and enrollment. 
By establishing new schools that are not government-funded, more choice is granted to 
those who can afford a private education, and more places and funds are made available 
in public schools for those seeking free public education (Sayed, 2000). Less crowded 
classes and more funds will also allow public schools to achieve a better quality 
education (Salah, 2015). 
Hypothetically, under a regulatory framework, private schools should be allowed 
an increased degree of autonomy that distinguishes them from public schools in order to 
allow for improved quality. This plausibly aligns with the mechanisms of School-Based 
Management. Nonetheless, Hammad (2012) points out that real “devolution of authority 
has yet to reach to local school level” (p.48) among Egyptian schools. Despite the 
government’s claims on adopting decentralization and promoting privatization, private 
schools appear to mirror similar deficiencies to those of public schools. The autonomy 
granted to private national schools is in fact extremely limited in the context of the 
centralized system under which they operate. 
Private language schools function under the jurisdiction of the MOE and are 
governed by Law No. 139/1981 as well as the Ministerial Decree No. 420/2014 that 
governs private education.  In terms of instruction, private language schools are required 
to teach the national curriculum provided by the Ministry, as well as the extra subjects 
that the school deems necessary to promote foreign language and IT skill acquisition 
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(MOE, 1981). Students enrolled in these schools are also required to sit for national 
exams conducted by the ministry (MOE, 2014). This results in students having to 
undertake extra material and examinations, which burdens students with extra work and 
pressure, and ultimately reflects the system’s emphasis on quantity instead of quality. 
This situation may very well be counterproductive seeing as the national curricula and 
examination system continue to be outdated and focused on memorization.  
In terms of teacher autonomy, the situation is not much better. Article 5 of Law 
No. 139/1981 states that the MOE determines the duration of the academic year, number 
of weekly lessons and lesson plans for every grade, the subjects to be taught, the 
allocation of lessons, the curriculum for all subjects, the dates of examinations, and 
passing scores (MOE, 1981). In theory, the National Standards of Education were 
implemented to allow teachers more autonomy in teaching national curricula by 
implementing pedagogies of their choice. While many teachers are successful in doing 
so, others continue to implement traditional approaches (Ginsburg & Megahed, 2008). 
The instructional process continues to be firmly structured and closely monitored by the 
MOE. Teachers are constrained by a specified time frame in which they are required to 
cover extensive material for purposes of national assessments, which is debated to have 
counter effects on quality. Private language schools are also subject to inspections from 
the ministry causing a strict adherence to the curriculum plans set forth to teachers. It is 
therefore argued that this does not allow teachers and students to explore material that is 
not part of the official curriculum (Loveluck, 2012).  
Administratively, private schools face several constraints that are attributed to the 
bureaucratic context under which they operate. Among the constraints that private 
national schools face is difficulty in obtaining licensing to establish the school, and 
restrictions on increasing tuition fees (Salah, 2015). To be granted the license to establish 
a private school, the owner must undergo a long and tedious process to obtain all the 
necessary approvals from the Educational Directorate as well as the Educational 
Buildings authority (Salah, 2015). This step is without question integral to safeguard 
against faulty construction. However, the duration of the process of obtaining approval 
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has been proven to be problematic as it may take up to two years. Additionally, lack of 
coordination between the two authorities in charge results in conflicts as sometimes one 
authority grants approval while the other rejects the proposal for undisclosed reasons 
(Salah, 2015). Moreover, the issue of tuition fees continues to be a major hindrance to 
private schools’ quest for providing quality education. To protect the rights of parents, 
Article 36 of the Ministerial Decree 420/2014 allows schools to adjust their fees only 
after obtaining the approval of all authorities in charge, including the Minister of 
Education (MOE, 2014). The procedure itself is lengthy and complex, and acquiring the 
approval is subject to stringent conditions (Salah, 2015). While protecting parents’ rights 
is a noble cause, it is also essential to allow private schools the right to determine their 
own fee increase, within limits, in order to be able to provide quality education in light of 
the major inflation in prices that the country is going through.  
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Chapter 3 
Methodology 
 Data collection and analysis for this research follows a qualitative approach 
consistent with the paper’s purpose of exploring an issue and developing a thorough 
understanding of a central phenomenon (Creswell, 2012). Qualitative methodologies of 
data collection and analysis are particularly useful in educational research because they 
allow the researcher to explore ‘socially constructed’ views of individuals (Oliver-Hoyo 
& Allen, 2006) and thus provide representative insight of the matter at question. For this 
research specifically, such a qualitative approach has enabled the researcher to compare 
rhetoric from the literature with reality from data collected.  
Research Site – School Profiles 
 Four private national language schools have been purposefully selected as the site 
for data collection on the basis of accessibility and fit. The four schools are located in the 
area of greater Cairo and have similar profiles in terms of size, fees, and the services they 
provide. Based on broad research and field notes, below is a detailed description of each 
of the four schools chosen as research sites. For purposes of guaranteeing confidentiality 
of the research sites, the four schools have been given pseudonyms A, B, C, and D. 
 
 
Table 1      
Profiles of Schools     
Category School A School B School C School D 
Year Established 1985 1996 1980 1978 
# of students enrolled* 3144 2954 2165 1578 
Fee Range in EGP* 15,000 - 15,500 22,000 - 22,400 13,000 -14,000 10,000 - 12,000 
NAQAAE Accreditation  Yes Yes Yes Yes 
Note:*For the academic year 2017-2018    
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• School A – Established in 1985, school A is part of a larger chain of educational 
institutions including 3 schools and a private university. School A is a 
coeducational K-12 School that teaches the Egyptian national curriculum, as well 
as an advanced-level English language curriculum to over 3000 students.  French 
language instruction is also provided as a third language. The school campus is 
located in a suburban area of south Cairo, and is comprised of two large buildings 
and three playgrounds. The smaller building is for the kindergarten to 1st primary 
grade levels, and is comprised of three floors and a playground. The larger 
building is for the older grades from 2nd primary through 3rd secondary stages, and 
is made up of 4 floors and a playground roof. The administrative offices are also 
located in the larger building. Other facilities available at the school include a 
library for each stage, computer labs in every floor, and two science labs. The 
school also provides bus transportation services to multiple areas across Cairo, as 
well as food services.  School A prides itself on being an institution that promotes 
high quality education as well as discipline for its students throughout the years. 
Graduates of schools A are renowned for being hardworking, ethical, successful 
in the work field. During the school visit it appeared that the school principal 
adopts an open-door policy with both teachers and students, which disseminates a 
family-like atmosphere across the school 
• School B – School B was established in 1996 as a small school that continued to 
grow and expand over the years. Today, school B is a coeducational k-12 school 
catering to over 2900 students. Located at the south of Cairo, the campus of 
school B is comprised of three large buildings, three sports courts, two fully 
established libraries, two theatre stages, and computer and science labs on every 
floor. Classrooms are equipped with either smart boards or a computer and 
projector. The school teaches English as the primary language of instruction, and 
provides students with the choice to study French or German as an extra language. 
Among other schools, school B is distinguished for the use of technology and 
progressive methods in instruction. School management also places strong 
emphasis on empowering students by providing them with opportunities to 
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develop and flourish through project-based learning initiatives provided by the 
school or suggested by the students.  
• School C  - School C is located in the northeastern area of Cairo. Founded in 
1980, school C is now a well-established school co-educational school with a 
positive reputation among residents of the area. School C is divided into several 
divisions; a national division, an American school, and a French school. The 
national division of school C, which was chosen as the research site, caters to over 
2000 students from Nursery to Grade 12, on a campus made up of two buildings, 
a large field, and a smaller field for the kindergarten level. School facilities 
include computer labs, science labs, a library and a theatre stage for school 
productions. The school also provides services such as bus transportation, a 
canteen service, and summer school. It was observed during the school visit that 
management fosters a friendly and collaborative atmosphere among 
administrative staff members and teachers.  
• School D – School D was founded in 1978 as the first in a group of 3 schools that 
would be later established. A relatively small institution, school D accommodates 
around 1500 students. The school campus is located in residential area near 
downtown Cairo and is made up of one administration building, and two 
buildings for classrooms and teacher staffrooms. There are two student 
playgrounds, one for the younger kids and a larger one on the roof of one of the 
buildings for the older students. School facilities include computer labs, science 
labs, and a library. The administration building is an old renovated building, 
further instilling the traditional heritage of the school. The school principal and 
owner is determined on preserving the culture of the school, as well providing 
students with quality education at a moderate cost. 
Participants 
 The total number of participants involved in this research is 38 persons. For 
purposes of ensuring triangulation and validation, interviews were conducted with (4) 
school principals, (24) teachers, (8) parents, and (2) officials from the Egyptian Ministry 
of Education, specifically from two District Offices ‘idara’ in Cairo. Varying groups of 
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participants were chosen in this manner, as drawing on several sources of evidence 
allows for increased accuracy of the results (Creswell, 2012). During each school visit, 
the principal was interviewed first, and then he/she recommended six teachers to be 
interviewed as well, following a snowballing strategy to sampling (Creswell, 2012). The 
parents were also interviewed based on recommendations from the principal. Interviews 
were conducted throughout two to three visits to each school. For purposes of ensuring 
confidentiality, during the transcription of data, each participant was given a code 
relevant to their respective site. The breakdown of participants is illustrated below in 
Table 2, and participant profiles of principals, teachers, and ministry officials are detailed 
in Table 3. 
Table 2  
Breakdown of Participants 
Site Teachers Principal Parents Ministry 
Officials 
Total 
School A 6 1 2 - 9 
School B 6 1 2 - 9 
School C 6 1 2 - 9 
School D 6 1 2 - 9 
District Office 
(Idara) 1 
- - - 1 1 
District Office 
(Idara) 2 
- - - 1 1 
Total  24 4 8 2 38 
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Table 3  
Participant Profiles 
 Site Code Gender Job Title / Department Years of 
Experience 
Grade level 
taught 
School A A1 M School Principal 35 Years - 
A2 F English Teacher / Department Supervisor 28 Years Secondary 
A3 F English Teacher 18 Years Preparatory   
A4 F Arabic Teacher / Department Supervisor 30 Years Secondary 
A5 F Arabic Teacher 10 Years Primary 
A6 F Computer Teacher / Department 
Supervisor 
25 Years Preparatory   
A7 F Science Teacher / Department Supervisor 21 Years Secondary 
School B B1 F School Principal 22 years - 
B2 F English Teacher / Department Supervisor 13 years Primary 
B3 F English Teacher 5 Years Primary 
B4 M Arabic Teacher / Department Supervisor 20 Years Preparatory   
B5 F Computer Teacher / Department 
Supervisor 
12 Years Preparatory   
B6 F Science Teacher / Department Supervisor 15 Years Secondary 
B7 F Math Teacher 8 Years Primary 
School C C1 F School Principal 15 Years - 
C2 F English Teacher / Department Supervisor 14 Years Preparatory   
C3 F English Teacher 9 Years Primary 
C4 F English Teacher 5 Years Primary 
C5 F Arabic Teacher 26 Years Secondary 
C6 F Arabic Teacher 29 Years Secondary 
C7 M Science Teacher 11 Years Secondary 
School D D1 F School Principal 20 Years   
D2 F English Teacher / Department Supervisor 13 years Secondary 
D3 F English Teacher 7 Years Primary 
D4 M Arabic Teacher / Department Supervisor 16 Years Primary 
D5 F Arabic Teacher 10 Years Preparatory   
D6 F Computer Teacher / Department 
Supervisor 
12 Years Secondary 
D7 M Math Teacher 9 Years Preparatory   
District 
Office 1 
M1 F Director of Private Education Sector 31 Years - 
District 
Office 2 
M2 M Director of Private Education Sector 36 Years - 
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Data Collection Procedures 
 Data has been collected through semi-structured personal interviews with the 
participants of the study. Interviews were specifically chosen as the tool for data 
collection because they allow participants to provide detailed descriptions of personal 
accounts (Creswell, 2012) and they allow interviewers to thoroughly investigate the topic 
in question. Moreover, a semi-structured design permits additional probing questions that 
ensure a degree of flexibility in the type, sequence, and emphasis of questions (Brooks & 
Normore, 2015). This strategy is particularly useful in further in-depth examination of 
emerging themes. Additionally, to ensure accurate triangulation and validation, additional 
data was also collected through field notes and observations. These data were used to 
describe the school profiles and were integrated in the interpretations of the researcher 
throughout the findings. 
 Interview questions were formulated to attempt to answer the research questions 
of this paper. The research questions aimed to explore: 
• How do private national language schools operate under the highly centralized 
system imposed on them? 
• How much autonomy and decision-making power do stakeholders (principals, 
teachers, parents) truly have? 
• How does the centralized context under which private schools operate affect the 
quality of education provided there? 
• What is the discrepancy between the policy discourse promoting decentralization 
and its implementation? 
 Interview questions, attached in the appendix, generally touched upon several 
issues corresponding to the research questions above. Among those issues were the 
attempts of schools to improve the quality of education they provide, the obstacles that 
schools faces in terms of improving quality, how the management style at the school 
contributes to enhancing quality, how district offices contribute to the quality of 
education in private national schools, and what suggestions do private schools and 
stakeholders propose in order to improve quality. 
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 Interview questions had been drafted and sent to the IRB and CAPMAS to obtain 
the necessary approvals prior to the data collection process. All participants were 
informed of the nature of the study prior to agreeing to conduct the interview. They were 
also provided with an IRB informed consent form (see appendix) that entails all the 
details about the study and the scope of their participation.  
 Interviews were recorded, translated as needed, and subsequently transcribed to 
begin generating answers to the research questions through the emerging themes. The 
process of interpreting the qualitative data collected from the interviews followed a series 
of steps as described by Creswell (2012). Following the transcription of the interviews, 
the raw data were holistically examined to obtain an overall understanding of the 
information and to identify potential themes. Then, each interview was scanned 
independently to dissect the text into various titled segments. Similar titles were then 
grouped together under more general ‘codes’. Frequently recurring codes were then 
classified into themes that correspond to the research questions. Similarly, emerging 
themes that transpired repeatedly throughout the interviews were noted.  Each interview 
was independently coded in a line-by-line approach, and then comparatively analyzed 
with other interviews to ensure that results were reliable and accurate. Throughout this 
process, notable quotes that support and reflect the themes were identified for use in the 
findings section. 
Limitations 
Several limitations that may affect the validity or generalizability of findings exist 
in this study. First, since the study was conducted in an Egyptian context, many of the 
Arabic terms and cultural connotations presented in the findings are very specific to the 
Egyptian culture, and thus may be difficult to accurately translate or convey in writing. 
Furthermore, such cultural inferences may not have analogous references in the 
international context or in previous international research and may not be necessarily 
applicable on different contexts. 
The second limitation is that this research only investigated four private national 
language schools in Egypt. The scope of the research site may pose a limitation, as those 
four schools may not be fully representative of all private national schools in Egypt. 
SCHOOL MANAGEMENT, EDUCATIONAL QUALITY & CENTRALIZED GOVERNANCE 
IN EGYPT	 	 44 
Similarly, the study was conducted with 38 participants of principals, teachers, parents 
and Ministry officials. While this sample size is appropriate in qualitative research 
designs, it may not be accurately representative of the views of the entire population of 
stakeholders of private national language schools, given the large size of this population, 
which would increase possibility of variation among individual views.  
The final limitation pertains to the recruitment strategy of parents. As stated in the 
methodology, parents were chosen and interviewed based upon suggestions by the school 
principal or personnel. This approach to recruitment may pose a limitation to the 
legitimacy of parent perceptions as school personnel may have suggested parents who are 
guaranteed to positively portray the school. However, it is important to mention that the 
parents essentially appeared outspoken and candid during interviews. Generally, the 
findings presented below are limited to the scope of the research. More exhaustive 
research that is broader in scope is likely to answer for and address the above limitations. 
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Presentation of Results 
After a thorough analysis of the data collected, four main themes were identified 
to constitute the main findings of this research.  The first three themes, ‘autonomy and 
decision-making’, ‘centralization,’ and ‘the role of the MOE’ were expected themes as 
they directly relate to the research questions and interview questions. The fourth theme, 
which was ‘the role of the teacher’, was an emergent theme, which, despite not being 
initially surveyed for in the research, nonetheless had a significant presence in the 
findings as described below. 
Theme 1: Autonomy and Decision-Making 
In terms of operation, all four schools exhibited a collaborative and participatory 
approach to decision-making among management and teachers for issues within the 
control of the school. Teachers expressed their satisfaction with the roles they are 
assigned in school, indicating that much of their input is taken into consideration 
regarding instructional matters. Among the 24 teachers interviewed, 12 were head 
teachers and/or department supervisors. When asked about the significance of teachers’ 
input in the educational process, they all agreed that it is an integral element in decision-
making, and that teachers are constantly in direct contact with students, and thus have the 
most accurate insight when it comes to the instructional process. Teacher A3 explained 
that the duties delegated to her and her colleagues allow them to contribute to the 
execution and planning of lessons, as well the development of learning aids such as work 
sheets and booklets. They indicated that this does not only improve the outcomes of 
instruction, but it also contributes to the teachers’ professional growth and morale as 
well. Moreover, several teachers indicated that their supervisors and the school 
management allow them to carry out minor decisions within their areas of expertise. 
School principals alike adopted a similar approach to decision making, indicating 
the importance of seeking the participation of teachers and administration members in the 
decision-making process in order to ensure its effectiveness. Most participants of 
principals and teachers indicated that regular meetings were held to address pending 
issues and to keep all stakeholders in the loop. During these meetings, teachers are 
encouraged to bring up any issues they may be facing and to provide suggestions of 
SCHOOL MANAGEMENT, EDUCATIONAL QUALITY & CENTRALIZED GOVERNANCE 
IN EGYPT	 	 46 
improvement to management. The principal of school A in particular explained that he 
insists on trying to involve teachers in decision-making as much as possible to offset their 
frustration of not being able to regulate other factors imposed on them. Inversely, the 
principal of schools B had a somewhat apposing opinion on this matter. She pointed out 
that while she also values the input of teachers and takes it in consideration prior to any 
decisions, sometimes teachers do not have the vision or full disclosure that principals or 
management has, and thus may have biased opinions. She explains, “It is important to 
distinguish between decisions that require the input of teachers, and other decisions that 
may need a more autocratic approach to execute. Teaches are often resistant to change. 
This often the case when we want to implement new methodologies or policies. In such 
situations, I find it best to take charge and direct the teachers rather than adopting a 
collaborative approach to decision-making.” 
Inversely, while teachers appear satisfied with their level of autonomy on the 
school level, most have exhibited frustration with the lack of autonomy granted to them 
on matters related to the MOE. Most interviewees identified ‘examination schedules and 
dates’ as an obstacle in the operation of the school. Teacher A7 who is also a department 
supervisor stated, “We do not choose the dates of our exams. We receive the schedule 
from the Ministry prior to exams. The problem is, very often, dates are changed in the 
last minute. We have somewhat rigid lesson plans, where we have a certain number of 
weeks to cover the required material. All of a sudden, we find out that exams have been 
moved up two weeks. This puts both teachers and students under pressure of having to 
cover the assigned material in less time, which ultimately means that we do not have 
ample time to thoroughly explain complex topics nor do applications.” 
 
Several teachers also pointed out that the MOE is not regularly responsive to their 
suggestions and requests. Teacher C7 described an incident where she repeatedly 
contacted ministry officials to discuss an error in the textbook, but was unsuccessful in 
receiving a response. She continued to send her request to the MOE every year until the 
matter was addressed five years later. Other teachers and principals from all four schools 
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have reported similar incidents that reflect a lack of autonomy for stakeholders of private 
schools.  
Out of the 24 teachers interviews, only three teachers (A6, B6, and D6) have 
conveyed that the MOE does indeed attempt to seek the input of private schools and 
teachers in some situations. ICT / computer teachers have mentioned that often times, 
inspectors from the MOE use copies of work sheets or booklets as reference for other 
schools that do not have resources to create such learning aids. However, this occurrence 
is very specific to computer teachers. Other instances reported during principal and 
Ministry officials’ interviews indicate that the MOE seeks the input of private schools 
mostly for financial purposes, where the private school is asked to contribute to the 
renovation and development of public schools.  
Parents, who constitute another group of stakeholders in private schools, do not 
appear to be granted enough opportunities for involvement in the decision-making 
process from both the school and the ministry. Two of the four schools in the study had 
an online-communication platform where parents can directly interact with teachers 
through emails or messages. However, during parent interviews, five out the six parents 
interviewed complained that while their respective schools may encourage them to voice 
their concerns, the response is not always prompt and in some instances may never come. 
Parent 3 explains, “Often times, the response we receive with regards to our concern is 
that there is nothing that the school can do to address the matter because it is not within 
their scope of authority”. Teachers and principals as well have attributed this deficiency 
to the fact that many of the issues that parents complain about are not under the command 
of the school.  
Furthermore, 87% of the teachers interviewed, along with the principals of all 
four schools have identified the ‘mindset of parents’ as an obstacle to increasing parent 
involvement in decision making. Teacher C2, who is also the English department 
supervisor, explains, “Involving parents in decision-making would require understating 
on the parents’ part of progressive education, which unfortunately is not always the case. 
Most parents are only concerned with their child’s grade and continually oppose student-
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centered instruction under the assumption that it is the teacher’s job to deliver 
information, not the students’ role to look it up on their own.” 
Theme 2: Centralization  
Each of the four schools involved in the study have exhibited forms of applying 
school-based management within the school, though at a somewhat limited degree. For 
in-school decision-making, management has indicated that it attempts to be as inclusive 
as possible to stakeholders such as teachers and parents. However, school-based 
management remains limited due to the centralized aspects that continue to dictate the 
operation of the school. When asked about obstacles that face principals in implementing 
school-based management, several issues were pointed out. The difficulty in 
independently carrying out administrative decisions such as fee determination, uniform 
change, and recruitment is a hindrance to implementing school-based management. 
However, interviews have revealed that such administrative decisions are not the core of 
the problem that faces private schools. The principal of school ‘B’ explains, “Our 
problem is that the regulations in place are extremely rigid and do not favor private 
schools. We are expected to follow regulations similar to those of public schools, but 
provide a better service. Our school fees do not begin to cover the expenses needed to 
cover the cost of resources needed to improve quality. Even so, this is not our most 
pressing concern when it comes to quality improvement. We face more persistent 
difficulties in issues explicitly related to curriculum and instruction.” 
Along the same lines, teachers from all four schools have indicated that 
centralized issues that affect the quality of education the most in private schools are the 
centralization of curriculum content, quality of textbooks, exams and exam 
specifications, and duration of the academic year. As demonstrated in the following 
subsections, all of the aforementioned matters are compulsory and are framed in such a 
way that is said to have a negative influence on quality.  
Curriculum Content. From varying perspectives, teachers, principals, parents, and 
ministry officials have all brought up the issue of curriculum content in every interview 
conducted. In terms of the flexibility of content, teachers of most subjects complained 
that they do not get the chance to choose what to teach because they are given a strictly 
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centralized curriculum to cover over a certain period of time.  Several teachers argued 
that some content is devoid of purpose and does not suit the needs of students. Thus, 
covering such content takes away from time that could be allocated to emphasize more 
significant parts of the curriculum. Moreover, the two ministry officials have agreed that 
in most subjects, curriculum content is loaded and heavily relies on memorization. 
Nonetheless, there have been continuous efforts from the MOE to gradually remedy this 
issue by reevaluating content and omitting unnecessary sections. The influence of such 
efforts is evident mostly in the Arabic language curriculum. Out of the 7 Arabic teachers 
interviewed, 4 of them expressed their satisfaction with the improvements that took place 
with regards to the quantity of the curriculum content. When asked about her opinion on 
the content she teaches, an Arabic teacher (D5) said, “The curriculum used to be too large 
and loaded in comparison to the duration it is supposed to be delivered in. However, last 
year, several sections of the content were omitted. Also, exam questions now target 
understanding rather than memorized information, which is more beneficial to students.” 
One potential drawback of the content omissions that took place over the years in the 
Arabic curriculum is that the content became incoherent and somewhat lacking in terms 
of flow across grade levels. Arabic teachers have also complained that that the topics do 
not emphasize morals or ethics as they used to in the past. However, this issue may not be 
solely attributed to omitting content, as teachers of other subjects as well as parents have 
criticized other subjects for the same reason. Science teachers in particular have 
identified the lack of logical flow in content across grade levels as an obstacle to 
achieving a coherent quality curriculum. The science supervisor and teacher (A7) from 
school ‘A’ as well as the science head teacher (B6) of school ‘B’ have stated similar 
opinions on this matter. Both teachers emphasized that Science is a subject that is best 
taught and interpreted at a logical sequence, as new concepts are built upon previous 
ones. Teacher B6 asserts that, “There is currently very limited curriculum alignment 
across grade levels, where in one year students learn biology related concepts, and the 
following year they study chemistry”.  
Similarly, four out of the six parents interviewed have expressed their 
dissatisfaction with the fact that topics seem to be presented to students in a bulk or lump 
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sum, instead of starting by simple concepts and building up upon them.  Parent 3 
explains, “Students are given difficult information in a way that may not suit their level. 
It would be much better if concepts were simplified and taught gradually rather than all in 
one lesson.” 
Textbooks. One of the major obstacles identified by stakeholders of private schools 
is the quality of textbooks. Private national language schools use standard textbooks 
provided by the MOE for all subjects except advanced-level language instruction. During 
interviews, several teachers among different disciplines have criticized the poor quality of 
the textbooks provided by the MOE. Teacher D7 has identified this issue as a “significant 
threat to the quality of education because textbooks are the main official reference to 
curriculum content provided to teachers and students”. Another science teacher (C7) had 
expressed her wish to use the textbook only as a guiding reference to instruction, and 
have the space to somewhat deviate a little from the content of the textbook in favor of 
emphasizing topics that are more relevant to students. 
Among the existing deficiencies in textbooks as revealed by teachers is wrong and/or 
outdated information, poor quality of diagrams, and spelling errors. Many teaching 
supervisors have indicated that they spend an ample amount of time every year reviewing 
textbooks to ensure that there are no mistakes in them before students receive them. The 
school principal of school ‘B’ attributes such deficiencies to the fact that the process of 
writing and issuing textbooks is extremely centralized. She explains, “Unfortunately, the 
same people have been writing curricula and textbooks for the past 10-20 years, all of 
whom are old college professors who, while extremely professional, are not up-to-date 
with the current needs of students and teachers.” As a temporary remedial action plan, 
members of all four schools have indicated that they create booklets and worksheets for 
students to use along with or in lieu of textbooks.  
Furthermore, the school principal of school ‘A’ attests that private schools have 
the potential to positively contribute to process of developing textbooks, if they were 
provided with the opportunity to provide input and resources. He explains, “There are 
experienced teachers in private schools whose input would be extremely beneficial in 
writing textbooks as they are in direct contact with students and will thus have useful 
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insight.” Most teachers made similar suggestions across the four schools when asked 
about a long-term solution for the issue of poor textbooks. Many teachers feel that their 
expertise could be productively employed in the creation of more efficient textbooks as 
they have hands-on knowledge of the deficiencies that need to be addressed.  
Moreover, while private language schools are granted a degree of freedom with 
respect to language instruction, the centralization of textbooks somewhat extends to 
language subjects as well.  English language supervisors in all four schools have 
indicated that the textbooks they use are ones chosen from an approved list of textbooks 
provided by the MOE. Such books are not necessarily what the supervisors would choose 
had they been granted the freedom to choose their own textbooks. According to teachers, 
the list has not been updated in years and includes fairly outdated textbooks. To 
overcome this issue, schools choose the textbook most suited for their needs from the list, 
and resort to learning aids for support.  
Exams and Exam Specifications. The centralization of exams and/or exam 
specifications also poses a threat on the quality of education in private national language 
schools. Many teachers have pointed out that the format of the high stakes exams 
provided by the MOE emphasizes memorization rather than critical thinking. Some 
teachers have implied that their efforts during the year to teach students to think critically 
are eventually countered because ultimately, students need to be prepared for the type of 
questions of the final exam. Moreover, many teachers have mentioned the negative 
implications of high-stakes exams on student achievement, indicating that they would 
prefer if grades were distributed in a more efficient manner to allow several chances for 
grade improvement. Teachers and principals have also criticized the effects of such a 
grade-oriented system on parents, who end up pressuring students to focus on grades 
acquisition instead of learning.  
Similarly, standardized exam specifications apply to exams of the advanced level 
English language subject, also referred to as English A-level. English teachers across the 
four schools have identified exam specifications as the main hindrance to achieving a 
better quality English language program. Schools are required to abide by the 
specifications set forth, which according to English teachers do not serve the benefit of 
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the student. When asked about the effect of current exam specifications on the outcomes 
of English language instruction,  teacher C2 who is the English department supervisor of 
school ‘C’ clarifies, “The current specifications that we have to abide by are holding us 
back. They resemble specifications of O-level exams and do not allow us to challenge the 
students up to their potential. Specifications are integral for purposes of regulation and 
quality control. However in this case, they are not serving purposes of quality; they are 
doing the exact opposite. In my opinion, the MOE needs to replace these requirements 
with a new set of specifications better suited for our needs.” 
Duration of the academic year. Private national schools are required to abide by 
the academic calendar set forth by the MOE, which determines the start, vacation, and 
end dates of the academic year. Each teacher is also required to abide by the curriculum 
plans and dates scheduled for each subject. Such scenario would not pose an obstacle; 
had the duration of the academic year been longer. Principals, teachers, and parents have 
all acknowledged that the short duration of the academic year conflicts with the large 
quantity of content students are required to study. Teacher B7 describes this situation as 
one that “places students and teachers under pressure of having to cover the assigned 
material in a constricted time frame. It also allows limited opportunities for reviewing 
challenging concepts or expanding on applications, especially if the teacher does not have 
strong time management skills.” 
 For the academic year 2017/2018, the academic calendar states a total of 199 
contact days of instruction (MOE, 2017). The 199 days stated in the calendar include 2 
weeks of review, an average of 3 weeks per term allocated for exams, and counts 6 days 
of school per week instead of the actual 5 days attended in private national schools. 
According to a review of the calendar, as well as data collected from teacher and 
principal interviews, it appears that the actual number of contact days for private national 
schools is around 110 days of instruction. Teachers have repeatedly complained that this 
is not a sufficient time period to cover the entire curriculum, especially because the MOE 
curriculum plan assigns new material during review week.  
 
 
SCHOOL MANAGEMENT, EDUCATIONAL QUALITY & CENTRALIZED GOVERNANCE 
IN EGYPT	 	 53 
Theme 3: The Role of the MOE 
Several interview questions were posed to explore the role of the MOE in 
providing technical support to improve quality in private schools. The questions aimed to 
identify whether or not the schools benefited from the involvement of the MOE in their 
operation. The perceptions of stakeholders regarding this matter are somewhat 
contradictory as two sets of opinions emerged during interviews.  
66% of the teachers interviewed, and 3 out of the 4 principals regarded the 
involvement of the MOE in their operations as unnecessary intervention that provides no 
added value, especially that the schools are accredited by NAQAAE and undergo 
strenuous procedures to ensure quality. They perceive inspection visits as ineffective 
routine occurrences to check on the status of teaching with regards to coverage of the 
material. A math teacher from school ‘B’ echoed the words of multiple interviewees 
when she stated that most inspectors conduct class visits to check on superficial aspects 
such as the format of the teachers lesson plans, the objectives stated on the board, the title 
of the topic, and the format of the date. Teacher C7 explained that some inspectors are 
extremely inflexible and make life harder for the teacher, while others conduct the visits 
superficially and move on; both types not benefiting the teacher or student in any way. 
Some teachers translate the inspectors’ indifference as trust, where the inspectors know 
that they are assessing a school that provides high quality education, and thus do not 
interfere much. Others attribute such indifference to language barrier, as many inspectors, 
are not fluent in English and therefore cannot effectively assess the class. Moreover, the 
competence of inspectors remains contingent on the individual inspector’s personality 
and mindset. Most teachers and principals have indicated that this aspect plays a central 
role in determining the role of the inspector. 
On the other hand, a significant distinction was made across the interviews 
between the role of the inspector as an examiner and his/her role as a guide and facilitator 
to the teacher. Contrary to the opinions of the abovementioned teachers and principals 
regarding the role of ministry representatives or inspectors, the remaining 34% of 
teachers were less reproachful of the role of inspectors. A particularly insightful 
interview with teacher D4 who is the Arabic department supervisor and teacher from 
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school ‘D’ shows that, “The role of the inspector is not to attend a class and chastise the 
teacher for errors in the lesson plan or for forgetting to state the objectives of the lesson. 
The inspector should be a guide and a facilitator for the teacher as well as the students. 
They should attend the class to observe the teaching methods and provide their feedback 
to the teacher accordingly.” 
The same notion was articulated by the Ministry official (M1) at District office 
(1), who asserted that the role of the inspector is to be a guide, facilitator, and coach. She 
clarifies, “The inspector theoretically plays an important role in assisting in teacher 
development. He/she is expected to pinpoint any weaknesses that the teacher exhibits, 
and deal with these weaknesses accordingly. Realistically though, it is quiet unfortunate 
that such type of inspectors is a rare find.” 
 An interview with the principal of school ‘C’ also sheds light on how private 
schools perceive what the role of the MOE should be in governing their affairs. She 
explains, “We have been operating for over 30 years we have already established a good 
relationship with the MOE and therefore there should be a level of trust in our school. 
Additionally, we’ve received accreditation and quality assurance from NAQAAE and we 
go through the reaccreditation process every 5 years, which means that we are under a 
continuous development plan to ensure high quality. If the MOE wants to provide us with 
technical support, it should be presented in in the form of professional development for 
teachers rather than through redundant inspection visits that assess issues that do not 
directly influence the instructional process.” 
In terms of the regulations governing private schools, there was a general 
consensus among principals, teachers, and ministry officials that the current regulations 
do not necessarily favor private schools. Most participants have either stated or implied 
that the MOE applies a ‘one-size fits all’ model to governing most types of schools that 
fall under its jurisdiction. According to interviewees, the regulations that govern private 
schools are quite similar to those that govern public schools despite the difference in the 
nature and resources of the two types of schools. Teachers and principals have expressed 
their frustration with decisions that are applied on private schools with little regard to 
whether or not this decision favors the school. Teacher A6 explains, “Inspectors are 
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responsible for overseeing the work of both private and public schools and have directly 
told teachers here that the conditions of public schools factor into any decisions 
implemented”. So in a way, most decisions are initially intended for public schools, and 
then subsequently applied to private schools.  
Moreover, participants of principals, teachers, and ministry officials condemned 
the bureaucratic nature that plagues the context of national education, stating that it has 
negative implications on the productivity and efficiency of private schools. Any 
significant decisions by private schools need to be approved by the MOE. While this is a 
reasonable regulation, the Ministry official (M2) at district office (2) sheds light on this 
issue stating, “The process of acquiring approvals should be more accessible. This 
process usually requires more time than intended due to centralization and the slow 
response rate of the central authorities. These issues need to be addressed more efficiently 
and under clearer regulations.” He further elaborates on this matter and clarifies that 
decision-making is saturated at the highest central levels. Ministry officials at the ‘idara’ 
level are mostly executors of centrally made decisions. He argues that, “Carrying out 
tasks as instructed does not allow schools to operate up to their full potential. The same 
applies to me as an employee in the ‘idara’. I would have liked to be granted more 
authority to make influential decisions. Nothing bad would come out of allowing us to 
cater to the needs of [private] schools as we see fit”. 
 
When asked about suggestions on how the MOE can better facilitate their 
operation, the school principal of school ‘D’ suggests, “Private schools need to be given 
some freedom in choosing the specifications under which they operate. Private schools 
offer a different service than public schools and employ entirely different approach to 
teaching and learning, so it does not make sense for us to be placed under the same 
umbrella as public schools in terms of regulations and specifications. There is no debate 
over the necessity of having centrally administered laws. However, these laws need to 
reflect a consideration for our needs as private schools.” The proposition of revisiting 
regulations to allow for increased flexibility has been a recurrent suggestion on behalf of 
many of the teachers and principals interviewed. They view this option as a potential 
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opportunity for improving their operations and quality as strict and inflexible regulations 
do necessarily produce positive outcomes and do not encourage development.  
Theme 4: The Role of the Teacher 
A recurrent theme that has emerged throughout the interviews pertains to the role 
of the teacher with regards to the quality of education. Though there were no interview 
questions that directly touched upon this issue, it has nonetheless been raised in most of 
the interviews conducted with principals, teachers, parents and ministry officials. This 
theme emerged in several different contexts during interviews. The teacher’s approach to 
instruction can be a determining factor in overcoming the obstacles of centralization 
pertaining to poor curriculum content, textbooks, exam specifications, and time 
constraints. During interviews, a few teachers claimed that the abovementioned obstacles, 
along with a high degree of centralization and low level of autonomy, were main 
determinants of the poor quality of education in private schools. They attributed quality 
deficiencies to factors beyond the control of the teacher or the school. Inversely, some of 
the more experienced teachers argued that the teacher plays a defining role in 
determining the degree of quality achieved, despite of the impediments that may exist as 
a result of centralization.  
 An exceptionally notable quote by one of the Ministry official (M1) interviewed 
at district office (1) clearly sheds light on this perspective saying, “One cannot deny that 
there are severe deficiencies in our curricula. However, a distinction must be made 
between curriculum content and teaching methodology. Subject experts create curriculum 
content and write the textbooks. The role of the teacher is to dissect this content, plan 
how to deliver it and how instruction should be carried out. Teachers should match the 
content with objectives to determine how to teach it. If the teaching method does not 
allow the student to reach the objective, then the method should be revisited and 
exchanged for a more student-centered approach that would allow the information to 
resonate.” 
Teachers and principals exhibiting a progressive mindset have attested that there 
is a lot that a teacher can do, even within a centralized context, to significantly influence 
the quality of education. Among the roles mentioned in the interviews with teacher C5 
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was, “creating opportunities for active learning and critical thinking, effectively utilizing 
the suitable teaching method, and differentiating instructional strategies”. Similarly, 
teacher D3 asserted that successful teachers are distinguished by their ability to “employ 
discussion-based instruction instead of spoon-feeding information to students and relying 
on memorization, and effectively using the available resources to support instruction.” 
 Unfortunately, department supervisors and school principals have complained 
about the difficulty in recruiting efficient teachers. Parents as well have indicated that 
although the schools make great efforts in terms of improving quality, the issue of 
inefficient teachers continues to be a hindrance. According to interviewees, this problem 
may be attributed to several reasons. From the point of view of principals, they believe 
that the difficulty in recruiting teachers comes from the fact that salaries in private 
national schools are low and thus do not attract qualified instructors. According to 
department supervisors, a problem also subsists with existing teachers because of the lack 
of professional development. While three out of the four schools included in the study 
indicated that the schools provide professional development opportunities for teachers 
and staff members, however these sessions are limited in quantity. The English 
department supervisor A2 explains, “Our school does professional development sessions 
from time to time for teachers, but we need more opportunities and follow up to ensure 
that these sessions are truly beneficial. However, the school cannot independently afford 
continuous professional development, and the ministry does not allow private schools to 
attend sessions facilitated by the ministry.” 
The ministry official (M1) at District Office (1) attributes poor teacher 
performance to low teacher self-efficacy caused by low salaries and more importantly, 
low autonomy. She affirms that, “Improvement in the performance of teachers is unlikely 
in the current circumstances where they are paid mediocre wages, not involved in the 
development of education, and not granted the credit they truly deserve. Only when the 
working conditions of teachers improve can we expect a positive change.” 
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Discussion and Implications of findings 
How do private schools operate under the highly centralized system imposed on 
them? 
According to the data analyzed, private national language schools operate within a 
somewhat limited scope that does not allow school management to fully employ their 
resources up to potential. Literature argues that private organizations function more 
efficiently as they are not burdened by slow bureaucratic processes that hinder and 
obstruct productivity (Vallarelli, 1992). This condition has yet to manifest in the Egyptian 
context, as the lack of true decentralization continues to cause private schools to suffer 
from the negative effects of bureaucracy. Long, extended, and tedious procedures 
consistent with centralized governance impede private schools and deter their efforts for 
further development. 
In terms of influence, stakeholders of private national schools do not appear to be 
contributing players in shaping the national education discourse. Possibly due to 
centralization, private nationals schools are not significantly involved in the development 
and planning phases of educational decisions relating to curriculum and operational 
aspects. The current role of private language schools in the context of national basic 
education remains limited to a counterproductive degree. The contribution of said schools 
to the development of education is restricted to providing financial support to public 
schools, when in reality they are able and willing to provide much more substantial 
contributions in the form of expertise and technical support. For example, as stated in the 
findings section, experienced teachers from private national schools have the capacity 
and willingness to contribute to the development of textbooks, yet do not appear to be 
given the opportunity to do so. It can be inferred from data analysis that stakeholders in 
private schools prefer providing technical and professional feedback to public schools 
and the MOE instead of being asked to merely renovate classrooms and buildings. This 
notion was reinforced by the Ministry official of District office (1) who asserted that 
while public schools benefited from the financial support provided by private schools, the 
benefits of technical support, if provided, would be much more meaningful to both 
parties. The question remains however, whether these schools have truly made a 
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significant effort in attempting to contribute to the development of education on a 
national scope, or are they in reality too profit-oriented to make such a substantial 
investment that they may not directly profit from?  
Moreover, the data shows that when it comes to central decision-making, public 
schools continue to be the main unit of analysis for decisions that apply to all providers of 
basic national education, including private national schools. Interviews have repeatedly 
indicated that because public schools are the foundation and base of national education, 
most decisions are made in reference to their needs, and thus these decisions may 
primarily favor public schools over private ones.  
Accordingly, the current role of private national schools in the broader context of 
national education is mostly as executors of the plans of the MOE. Private schools are 
given strictly centralized inputs and debilitating conditions for operation, yet it is up to 
them to determine the best path and strategies for implementation within the boundaries 
set forth, to eventually reach the desired outcomes. It is important to note that said 
outcomes too are somewhat skewed by the grade-oriented mindset that plagues the 
Egyptian education system. The cultural consensus on the objective of schooling is not 
learning, but rather acquiring high grades in exams. 
Despite the centralized inputs imposed on private schools, there is still a fair 
amount of freedom for school management to determine how they want to reach the 
objectives. There are several prospects for schools to overcome the drawbacks associated 
with centralization. Though their decision-making capacity is limited, principals and 
teachers make tremendous efforts to effectively employ the decisions that are within their 
scope of authority. To overcome issues related to the poor quality of textbooks, all four 
schools have indicated that they employ the use of school issued booklets and learning 
aids to support instruction. While this action may be effective in the short term, it is still 
not a long-term solution to addressing the drawbacks of poor textbooks. In terms of 
curriculum content and time constraint obstacles, some schools resort to summer courses 
to supplement language fluency, critical thinking, and problem solving skills. Other 
schools have stated that they administer remedial programs for weak students that need 
extra-help either during class time or after school hours. Teachers have also stressed on 
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the value of differentiated instruction and similar instructional strategies in promoting 
quality teaching and learning. Perhaps these attempts are the most significant indicators 
that these schools are attempting to improve quality through targeting the efficiency of 
their inputs. 
Additionally, schools attempt to promote in-school staff autonomy by delegating 
tasks and minor decisions to teachers and by encouraging them to participate in decision-
making. This serves purposes of empowering teachers and contributing to their 
professional growth, as well as ensuring that decisions are made with consideration to 
teacher input and are thus relevant to the classroom. Having realized that a significant 
portion of quality relies on the teacher himself/herself, 3 of the 4 schools have indicated 
that they provide teachers with professional development opportunities to improve their 
practice. However, teachers have implied that the professional development they 
currently receive is not sufficient, and they wish to have opportunities to attend MOE 
facilitated sessions. School principals attested that they realize that the professional 
development currently provided in their schools is not adequate, and have attributed this 
deficiency to a lack of funds. This notion supports Salah’s (2015) hypothesis that claims 
that private national schools face difficulties in improving quality because of financial 
constraints. While this may genuinely be the, one cannot help but deliberate if profit 
considerations are prioritized over investment in professional development. 
In light of the aforementioned, data analysis nonetheless shows that private 
national language schools do not operate under encouraging circumstances, which may 
ultimately have negative implications on quality.  Literature supports this assumption, as 
Abu-Duhou (1999) claims that even in the presence of decentralization, it is unlikely for 
schools to achieve quality improvement if the organizational conditions under which they 
operate are not favorable. Thus, it is doubtful that the quality of education in private 
national schools will significantly improve as long as much of their efforts and resources 
are directed at overcoming the consequences of centralization rather than development. 
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How much autonomy and decision-making power do stakeholders (principals, 
teachers, parents) of private national language schools truly have? 
Findings indicate that the in-school level of autonomy within private national 
language schools is adequate considering the constraints the schools face. Principals of 
private schools appear to be well aware of the concepts of school-based management, and 
attempt to implement them as much as possible by fostering a collaborative and 
participatory approach to decision-making. Principals and department supervisors have 
indicated that they employ this strategy for purposes of improving the quality of 
decisions; which aligns with literature on decentralization and school-based management. 
However, intra-school decision-making constitutes a limited segment of the 
decision-making spectrum of private schools. The fact remains that there are still a 
significant number of decisions made without the input of stakeholders of private 
schools.  Many decisions pertaining to operation and curriculum are made at the central 
level and communicated to private schools after the matter has been decided on. 
According to the literature on decentralization in Egypt, it has been stated that, “real 
devolution of authority has yet to reach local school level” (Hammad, 2012, p.48). Data 
from interviews confirms this statement, and further extends on it by suggesting that a 
sufficient level of devolution has yet to reach the ‘idara’ level as well. Ministry officials 
at the ‘idara’ level have indicated their need for more flexibility and freedom to carry out 
decisions; suggesting that the prevailing degree of centralization imposed on them is 
unwarranted.  
With regards to the input of parents and their involvement in the decision-making 
process, results show that community involvement continues to be limited. Parents, 
teachers, and principals have mostly agreed that the input of parents is not always taken 
into consideration throughout the decision-making process. However, this situation does 
not appear to be attributed to autocratic intentions or centralization. It can be inferred 
from interview data that most parents continue to adopt a traditional mindset in relation to 
education. According to teachers and principals, most parents share a common culture of 
reluctance to the implementation of progressive teaching approaches, and are mostly 
concerned with their child’s grade. Multiple teachers and principals have stated that non-
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traditional instructional approaches alarm parents as they worry that such approaches will 
negatively affect their child’s performance on exams, and consequently their grades.  
Consistent with the above findings, it appears parental and community 
involvement in this case is contingent on altering the perception of parents of the true 
purpose of education. Their current beliefs continue to be traditional and may exert 
counterinfluence on the attempts of schools and the MOE to transition into more 
progressive forms of quality education, and may also have negative repercussions on the 
quality of education if they are taken into consideration during decision-making. This 
phenomenon may also be true in international contexts as Channa (2016) identifies the 
“reluctance and inability of parents to make technical decisions on education matters” as 
a hindrance to effective decentralization (p.132). For Egypt in particular, this situation 
may very well be reflective of the grade-centric culture that has dominated Egyptian 
ideology for years. 
How does centralization affect the quality of education? 
According to the analysis of the findings, it appears that in the Egyptian context 
of private national schools, centralization has a mostly negative influence on the quality 
of education. In reference to the literature suggesting that decisions regarding factors 
‘internal’ to the classroom such as curriculum and teaching methods should be 
administered at the local level, and factors ‘external’ to the classroom such as 
administration can be more centrally administered (Kandel, 1933; as cited in Turner, 
2006), findings have revealed that this notion does not fully apply in the Egyptian context 
of private national schools. In fact, a somewhat opposite pattern is applied in the 
Egyptian case. The most influentially centralized factors in private national language 
schools mostly pertain to issues internal to the classroom, which ultimately affect the 
‘efficiency’ segment of quality. Interviews have shown that curriculum content, quality 
of textbooks, exams and exam specifications, and the duration of the academic year are 
all centrally administered internal factors that have a direct effect on the quality of 
education provided at private national schools. Stakeholders such as principals and 
teachers have expressed their frustration with the effects of such centrally administered 
decisions on the quality of education; indicating that many of the deficiencies entailed in 
SCHOOL MANAGEMENT, EDUCATIONAL QUALITY & CENTRALIZED GOVERNANCE 
IN EGYPT	 	 63 
these issues are caused by the remoteness and detachment of central decision-makers. 
This view aligns with the literature proposing that central administered decisions are 
likely to be less applicable to organizations compared to decisions made at the local level 
(Turner, 2006). Similarly, a study by Nasser-Ghodsi (2006) states that ‘information 
asymmetry’ is a common drawback of centralization resulting from the cultural and 
physical detachment between decision-makers and local implementers. 
It is essential to point out that the only ‘internal’ aspect that is currently 
decentralized is teaching methodology. While teachers are provided with strictly 
centralized curriculum content, they are given absolute freedom in determining how to 
dissect and present the material. Interviews have revealed that the role of the teacher and 
his/her approach to instruction are highly instrumental in combatting the drawbacks of 
centralization. Employing the appropriate approach to instruction can allow the students 
to maximize on their learning experience, despite of other obstacles that may exist in the 
content and surrounding circumstances.  
Through data analysis, a seminal finding has emerged as an indirect effect of 
centralization on quality. To a large extent, centralized decision-making continues to 
dictate the operation of private national schools, giving limited authority and autonomy to 
the stakeholders involved. Naturally, such limited autonomy is accompanied by a lack of 
accountability to stakeholders. Data analysis has shown that several teachers and 
principals often use centralization as an excuse to validate the shortcomings in quality, 
which they in fact may be partially responsible for. This issue clearly manifested in 
parent interviews as well. Out of the 8 parents interviewed, 6 have stated that their 
complaints often remain unresolved because they relate to issues that are not under the 
school’s control. While this may be true in some cases, it is likely that schools and 
teachers use this justification as an easy way out instead of addressing the issue. This lack 
of accountability may be a byproduct of the lack of autonomy granted to these schools on 
some matters, and may have severely negative implications on quality. 
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What is the discrepancy between the policy discourse promoting decentralization 
and its implementation? 
A comparison between the document analysis and interview results demonstrates 
a noteworthy discrepancy between the rhetoric and reality of the education 
decentralization situation in Egypt. In reference to the aforementioned literature on 
decentralization initiatives in Egypt, decentralization has been theoretically promoted by 
the MOE in multiple policy documents and reform initiatives relating to education and 
quality improvement (See Strategic Plan for Pre-University Education 2007; 2014). It 
appears however that Egypt has fallen into the trap that scholars have referred to as 
contradictory systems that publicly promote decentralization but in reality resist it (Daun, 
2006; UNDP, 2004) as interview data shows that centralization continues to dictate the 
Egyptian education system. 
On paper, there are solid developmental plans to mobilize decentralization. 
Nonetheless, the execution appears to be poorly planned. It can be inferred from 
interview data that a common and comprehensive vision is needed to guarantee the 
effective and sustainable implementation of decentralization. The absence of a collective 
vision among stakeholders is currently making it challenging to achieve continuation and 
effective implementation. While private schools are ready to assume more freedom, 
autonomy, and accountability, according to the Mininstry officials, principals, and 
teachers interviewed, the MOE appears less eager to delegate its authority over to local 
actors. Moreover, the traditional mindset of parents and their reluctance to support 
progressive approaches to education makes it less plausible for them to be supporting 
actors in mobilizing decentralization. Such findings mirror similar conclusions proposed 
by Hammad (2013) in his research on decentralization in Egypt. 
In terms of quality of education, the MOE continually attempts to address 
deficiencies in curricula. Interview data shows that such efforts are only partially 
successful, as all decisions pertaining to curriculum development are centrally 
administered and therefore do not always reflect the true needs of the classroom. 
Moreover, curriculum development efforts may very well be obsolete if they are not 
complemented by proper teacher education and professional development. The efforts of 
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the MOE with regards to quality are implemented in a top-down approach and are not 
accompanied by bottom-up initiatives to match such efforts. Efforts of private national 
schools to initiate bottom-up change through teacher development are present but still 
limited. While the MOE identifies teacher development as a priority, development 
`opportunities provided by the MOE are restricted to public school teachers. Additional 
efforts from both the MOE and private national schools are required to bridge the existing 
gap between top-down and bottom-up initiatives to quality improvement. International 
studies on school improvement support this notion and assert that the optimum practice to 
promoting quality enhancement in schools is to concurrently combine top-down and 
bottom-up initiatives (Huber & Muijs, 2010). 
Summary of Analyzed Findings  
 To synthesize the findings of this paper, below is a summary of the results 
presented in a form of a SWOT analysis of private national language schools in relation 
to de/centralization and quality (Figure 1). A SWOT analysis is “based on a template, 
which provides the necessary heuristics to examine the future prospects of an 
organization. This investigation is structured in terms of potential that may promote, or 
barriers that may hinder the achievement of the organization’s goals” (Hovardas, 2015, 
p.1). The figure displays the strengths and weakness exhibited by private national 
language schools in the arenas of educational quality and management, as well as the 
opportunities and threats contingent on de/centralization, which may be external yet 
determining factors in enhancing or obstructing the ability of said schools to provide 
higher quality education. 
 The purpose of this analysis is to provide policy makers and school principals 
with an overview of the current conditions under which private national schools operate. 
The arrangement of the findings under the four categories of a SWOT analysis may 
inform stakeholders of strengths that can be optimized, opportunities to seize and 
maximize on, weaknesses to address, and threats to attempt avoiding. 
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Strengths Weaknesses 
-In-School collaborative/participatory decision 
making -Low teacher salaries 
-High in-school teacher autonomy (teacher-
school) 
-Curriculum (centralized, low quality, large 
quantity, outdated, irrelevant, lack of curriculum 
alignment) 
-Teacher Empowerment 
-Lack of teacher and principal accountability (as 
a byproduct of low autonomy and 
centralization) 
-Use of technology in the classroom -Exams (specifications, high stakes, outdated assessment strategies) 
-Active Learning pedagogies -Poor textbooks 
-Effective use of resources -Limited parent involvement in decision-making 
-Creating learning aids for students 
(Booklets/worksheets)   
-Differentiated instruction   
-Remedial programs, summer school, after-
school extra help sessions   
-High quality language instruction programs   
    
Opportunities Threats 
-Role of the teacher in delivering quality 
education / approach to instruction -Bureaucracy and long tedious processes 
-Role of inspector as guide, trainer, facilitator -Limited autonomy granted to schools by the MOE 
-Professional Development and Teacher 
Training -Parent perceptions and mindset 
-Employing the expertise of private school 
teachers in the development of curricula and 
textbooks 
-Inspector personality and mindset 
-Private schools contributing to the the 
professional and technical development of 
public schools instead of financial suport 
-Lack of common and coherent vision among 
schools, the ministry and parents 
  -Short duration of the school year compared to curriculum quantity 
  -Difficulty in recruitment of good teachers 
  -Regulations that do not favor private schools 
Figure 2 – SWOT Analysis 
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Conclusion & Recommendations   
 While literature on the effects of decentralization on quality is still inconclusive, 
what is proven though by literature and through the results of the data analyzed in this 
paper is that centralization has negative implications on the quality of education provided 
at private national language schools in Egypt. The particular repercussions of 
decentralization will continue to be elusive to measure as long as the reform strategy has 
not been fully and truly mobilized. Likewise, the drawbacks associated with 
centralization such as bureaucracy, ineffective decision-making, and lack of 
accountability on teachers continue to prevail in Egyptian private schools, further 
emphasizing the absence of true decentralization. 
  Based on the results of the data collected from the sample at four schools in the 
study, it can be inferred that private national language schools have the potential to 
assume further responsibility, autonomy and accountability. Internally, private national 
schools employ some features of SBM where teachers are involved in decision-making 
when possible. Yet, this initiative is currently implemented at a very limited scope, as 
most influential decision-making still takes place at the highest central levels at the MOE. 
Successful SBM, which entails a solid framework of standards, goals, and accountability 
measures, is likely to be an effective solution that can address many issues that schools 
currently face in terms of quality. For instance, the current absence of strict 
accountability measures on private national schools has allowed teachers and 
administrators at these schools to blame the system for deficiencies in quality that in 
reality can be handled by the teacher and/or the school. Enactment of strict accountability 
systems would ensure that teachers are held accountable for the quality of education 
provided in their respective classrooms. 
  Realistically however, there may be several factors deterring the true 
implementation of decentralization. For example, while literature and findings of this 
research support that decentralization of factors ‘internal’ to the classroom may allow for 
improvements in quality as well as increased autonomy and accountability, this scenario 
may not fully applicable as the centralization of some classroom- internal factors such as 
curriculum content reflects certain cultural underpinnings related to preserving and 
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promoting national identity. A possible compromise that may address this issue is to 
include stakeholders in the development process of curricula and textbooks. Findings 
assert that it necessary for the central authorities to seek the input of stakeholders of 
private national schools in the development process of education, rather than constricting 
their roles to executing centrally made decisions. The amount of unutilized human 
potential in private national schools is substantial and it would be impractical for the 
MOE to disregard employing this potential in the attempt of improving the overall quality 
of education. Experienced teachers in these schools are likely to have plenty of useful 
hands-on insight with regards to curriculum and textbook development. This solution 
would maintain the centralization of curriculum content, but would ensure that such 
content is written by educators who are in direct contact with students. This would 
consequently address the issue of detachment that negatively impacts the quality of 
curriculum content. 
 Similarly, cultural beliefs are a barrier to community acceptance and support of 
decentralization that cannot be overlooked. To ensure the success of decentralization 
initiatives, parents and the community at large need to be culturally conditioned to 
welcome the implementation of decentralization. Thus, communication, transparency, 
and the presence of a common vision among stakeholders are fundamental aspects. Such 
scenario would not only ensure that all stakeholders are on the same page, but also that 
change is executed in a combination of top-down and bottom-up approaches.  
 There is also a dire need for the authorities to revisit the regulations governing 
private national language schools to allow for more encouraging operational conditions 
and to encourage the participation of teachers and principals in the development 
discourse. While many of the above suggestions have indeed been stated in policy 
documents by the MOE and international organizations, the issue of adherence to 
implementation and difficulty in anticipating their outcomes remains the chief obstacle to 
their effectiveness.  
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Appendix 1 – Interview Questions 
Theme 1 – Centralization and School Management 
1. How would you describe the management style in your school? (Collaborative, 
participatory, delegation to employees, etc...)? How are decisions made at your school 
with regards to improving the quality of education? 
1.1. What are some decisions that can be made without referring back to the MOE? 
1.2. What are some decisions that cannot be made without referring back to the 
MOE? 
1.3. Are these matters administrative or academic in nature? 
2. How do teachers and members of the community participate in the decision making 
process? 
2.1. Does the ministry encourage school-based management within your school? 
(how?) 
3. What are the obstacles faced by the school management? How are they overcome? 
What are your suggestions for overcoming such obstacles? 
3.1. What are some measures that can be taken to overcome the consequences of the 
interference of the MOE in school issues? 
 
Theme 2 – Quality of Education 
1. What distinguishes your school from other (government and private) schools in terms 
of curriculum content, management and decision-making, and student assessment? 
1.1. What is your opinion about the curriculum you teach at school? Is it the official 
curriculum of the ministry? 
1.2. Do you have the opportunity to teach things that are not in the curriculum? 
1.3. Are there aspects of the curriculum you wish to change? (If yes, what are they?) 
1.4. Does the curriculum promote critical thinking and active learning? (If yes, in 
what ways?) 
2. How do the management and decision-making strategies in your school contribute to 
improving the quality of education? 
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3. What are the obstacles you face in terms of improving the quality of education in 
your school? 
4. What are your suggestions for overcoming such obstacles? 
Theme 3 – Management / Technical Support  
1. How does the educational district office oversee the quality of education at your 
school? 
1.1. Does the ministry do inspection visits on teachers to ensure they are following 
the curriculum? If yes, do you feel that ministry inspection visits are beneficial? 
(why?why not?) 
1.2. Are you obligated to present any kind of paperwork to the MOE through out the 
year? What are you required to present? 
1. How does this supervision affect the quality of management, decision-making, and 
the educational process in general? 
1.1. If granted the opportunity, what are some aspects that you would change 
regarding the supervision and intervention of the MOE in the educational 
process? 
 
2. What are the obstacles that hinder the provision of sufficient support needed to 
improve educational governance and quality at your school? What are your 
suggestions to overcome such obstacles?  
3. How can the educational district offices / directorates better contribute to facilitating 
your efforts to further improve the quality of education at your school? 
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